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TEACHERS RESPOND TO IMPACT OF INTELLIGENT MATHEMATICS TUTORIAL ON 
STUDENTS’ MOTIVATION AND ENGAGEMENT 
Abstract 
Secondary school mathematics proficiency continues to be a point of concern, as the 
current National Report Cards continue to show insufficient change. For middle school students, 
grades six through eight are formative years, as they begin to shape emotional connections and 
make a decision about their ability and motivation to do mathematics. These early decisions are 
paramount to how they approach mathematics learning in later grades. Student motivation is a 
critical function of students’ affective domain, engagement in the classroom, and their self-belief 
for learning. Teachers play a significant role in this process by providing supportive and 
effective learning environments to stimulate student motivation and engagement. 
Through exploration and qualitative analysis, this exploratory case study examined the 
impact Adaptive Intelligent Tutorial Systems (AITS) has on the behaviors, beliefs, and 
motivation of students to learn mathematics in a local middle school, from the perspectives of the 
teachers. This study was guided by three research questions. The leading question examined the 
type of instructional approaches that affected middle school students’ affective domain for 
learning mathematics. The second question explored the factors that affected middle school 
students’ motivation and self-belief to learning mathematics when incorporating an Adaptive 
Intelligent Tutorial Intervention in the general education setting. The third question explored 
factors that affected middle school students’ motivation and self-belief to learn mathematics 
when teacher-directed approaches were employed in the general education setting. The study 
design employed both pre- and post-surveys and focus group, investigating the perceptions of 
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state certified mathematics teachers, the impact of AITS on middle school mathematics students’ 
motivation and engagement. 
The researcher learned that AITS was effective when combined with other instructional 
strategies to support students’ learning needs. As a key component of the AITS, the instant 
feedback feature provided teachers with additional time to support students, as well as enabling 
them to self-regulate their learning, having a positive impact on their motivation and self-belief. 
This study provides recommendations to mathematics teachers and administrators on the value of 
AITS in the classroom. The researcher recommends that further studies be done with a broader 
student population over a longer timeframe. 
Keywords: Adaptive Intelligent Tutorial, student motivation, student engagement, student 
self-belief, middle school mathematics, teacher perspectives, blended instructional strategies 
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CHAPTER ONE: 
INTRODUCTION 
According to American College Testing (ACT) data, less than 20% of all current eighth 
graders are capable of college-level work upon graduation from high school (“The Forgotten 
Middle,” 2008). In addition, more than 80% of eighth-graders lack the knowledge and abilities 
needed to enter high school programming based on achievement scores in English, mathematics, 
reading, and science (“The Forgotten Middle,” 2008). In 2018, an ACT report shows students’ 
national readiness scores, for science, technology, engineering, and mathematics (STEM) 
majors, dropping another .2% with scores from mathematics testing declining between .1 to .3% 
compared to the previous year (“The Condition of College and Career Readiness,” 2018). Over 
the years, mathematics assessment scores have dropped dramatically in relation to English, 
reading, and science, according to the New England Common Assessment Program and 
Partnership for Assessment of Readiness for College and Careers standardized assessments, 
especially in areas of foundational knowledge, such as order of operations and problem solving. 
Research shows that low achievement in mathematics is not an explicit outcome of 
students with learning disabilities alone, “but extend beyond this to include a large proportion of 
children who fail to achieve numeracy levels needed for everyday life” (Dowker, 2009; as cited 
in Simms, Gilmore, Sloan, & McKeaveney, 2017, p. 1). Mathematics achievement continues to 
be a growing concern across the United States. Research continues to show a decline in 
mathematics skill and problem solving with the United States ranking only 21 of 23 countries in 
mathematics (Beard, 2013). A decrease in students’ ability was linked to changes in their 
motivation and self-belief for doing mathematics (Hughes & Riccomini, 2011). Changes were 
influenced by students’ inconsistent and, at times, negative mathematics experiences, low self-
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belief in their ability (Hughes & Riccomini, 2011), and fear of failure (Pantziara & Philippou, 
2015). 
Empirical research shows that motivation and self-efficacy are connected and entwined 
but also remain separate constructs linked to academic engagement and academic achievement 
(Ackerman, 2018; Martin et al., 2015). Motivation is the desire to achieve while self-efficacy is 
the belief in one’s ability to achieve (Ackerman, 2018). Research also shows that the self-
efficacy of a student has a direct influence on his or her level of motivation, ability to learn, and 
overall achievement (American Society for Horticultural Science, 2011). Student motivation 
and student engagement are critical building blocks in the learning process, but research 
continues to show a large percentage of American students remaining unmotivated and 
unengaged in school (Sparks, 2014).	
Students who struggle and lack motivation may benefit from early interventions intended 
to improve their mathematics ability and ultimately preventing subsequent failure (Gersten, 
Jordan, & Flojo, 2005). Empirical evidence shows that early intervention programs reinforced 
with technology-based tutorials have proven to increase middle school students’ mathematics 
achievement by meeting their needs (Chappell, Arnold, Nunnery, & Grant, 2015; Clark & 
Whetstone, 2014; Cornelius, 2013). Many of the new technology-based tutorial systems are 
built on machine learning platforms, which monitor student performance and adapt or 
personalize the instruction based on learning style and current knowledge level. Adaptive and 
intelligent, these tutorial systems provide formative feedback (assessment), which has a positive 
influence on students’ learning (Roschelle, Feng, Murphy, & Mason, 2016). With a focus on 
expanding the academic conversation regarding intelligent tutorial systems, the goal of this 
researcher was to investigate the influence of intelligent tutorial systems on middle school 
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students’ engagement, motivation, and self-efficacy to learn mathematics, from the perspective 
of the teachers. 
Statement of the Problem 
The National Assessment of Educational Progress (NAEP), also known as the Nation’s 
Report Card, is the only assessment that measures U.S. students’ academic performance in 
various subject areas since 1969. NAEP (2017) provides results in the areas of reading, science, 
writing, technology and engineering, literacy, arts, civics, geography, mathematics, economics, 
and U.S. history for grades 4, 8, and 12 (NEAP, 2017). 
The National Report Cards released in 2015 indicated that students in grades 4, 8, and 12 
were not proficient in areas of mathematics. The results showed fourth-graders at 40% 
proficiency, eighth-graders at 33% while the 12th graders performed at a 25% proficiency rate 
(NCES, 2015). For all college preparatory high schools that include charters, the “overarching 
goal is to prepare students for college” (Rumberger, 2011). According to a Boston Globe article, 
the mantra for today’s high schools is “college ready for all.” States and school districts across 
the country have added rigor to programs, raised high school graduation requirements, and added 
exit examinations (Rumberger, 2011). Changes to the graduation requirements have resulted in a 
2% drop in graduation rates across the nation (Rumberger, 2011), and for those students who 
remained in high school, “only about a third of the U.S. high school seniors are prepared for 
college-level coursework in math and reading” (Camera, 2016). 
High school graduates who enter STEM programs in college tend to struggle the most. 
Based on research completed by UCLA, “60% of all college students who intended to study 
STEM subjects end up transferring out” (Lloyd, 2016, para. 2). For those who remain, “the 6-
year degree-completion rate of undergraduate science, technology, engineering, and mathematics 
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majors at U.S. colleges and universities is less than 40%” (Toven-Lindsey, Levis-Fitzgerald, 
Barber, & Hasson, 2015, p. 1). One theory states that the STEM exodus is the product of students 
not acquiring adequate foundations in math, which is a vital skill in many science and technology 
curricula (Lloyd, 2016). Common Core State Standards (CCSS) goals were designed to address 
these falling rates, but progress has been slow. 
“While the K-8 common core mathematics standards have garnered praise… high school 
math standards have weaknesses that should be revisited” (Heitin, 2015, para. 1). Experts believe 
that the CCSS is the fix for a failed No Child Left Behind program (Karp, 2013/2014). Others 
warned that the development of the Common Core State Test (CCST) without the participation 
or input of K-8 educators is destined to fail students (McLaughlin, Levin, & Carlsson-Paige, 
n.d.). Adding to the concerns surrounding math proficiency, according to Chao, Chen, Star, and 
Dede (2016), the middle school years have seen a decline in student motivation to learn 
mathematics. For many schools, focusing on and addressing math assessment issues is 
paramount to students’ current and future success. 
Purpose of the Study 
According to Goldberg (2014), “Middle school is an exciting time: adolescents’ brains 
are transforming from reasoning concretely to understanding abstract concepts and ideas” 
(Goldberg, 2014, para.1). It is also an opportune time to introduce mathematics intervention 
programs to support learning in the classroom. Research studies have indicated, “additional 
practices may effectively improve students’ mathematics performance” (Hanover Research, 
2014, p. 4). According to Hanover Research (2014), these common methods should include 
dedicating 10 minutes to the review of arithmetic foundations, working on problem-solving 
techniques, and continuing to build confidence in one’s math ability. 
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The purpose of this qualitative exploratory case study was to explore the impact of an 
Adaptive Intelligence Tutoring System (AITS) when applied as an instructional intervention 
tool to middle school mathematics. Middle school teachers of mathematics will offer their 
perspective of this instructional intervention tool and the possible link to the improvement of 
students’ self-efficacy and motivation. 
This researcher chose an intelligent online tutoring system, called ASSISTments as the 
instructional intervention tool for the study. Worcester Polytechnic Institute developed the 
ASSISTments platform, in collaboration with Carnegie Mellon, as a product for schools to use 
at no cost. Designed as an online tutorial for mathematics, science, English language arts, and 
social studies, ASSISTments combines the assistance of tutoring with the assessment feedback 
for both the students and teachers (Heffernan & Heffernan, 2014). This tutorial system is 
“designed to extend already proven effective teaching practices” while providing “real-time 
cognitively diagnostic data to teachers and students to improve student learning and to inform 
teaching” (Heffernan, Militello, Heffernan, & Decoteau, 2012, p. 92). Students receive instant 
feedback while being directed to their areas of weakness for additional practice (Heffernan et 
al., 2012). 
The setting for this study was an independent charter middle school in Rhode Island. 
This Rhode Island Independent Charter middle school adopted a 1:1 laptop model for its 
students, a model providing a convergence of software and hardware, helping educators fully 
embrace technology while helping to increase student engagement (Mainelli & Marden, 2017). 
The hardware choice for the middle school was the Chromebook, a low-cost digital device 
providing all students with access to “productive, web-enabling learning tools” that for many 
schools is “driving new ways to teach” (Mainelli & Marden, 2017, p. 1) and learn. The addition 
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of an online tutorial platform such as ASSISTments brings with it many benefits. As a parallel 
tool to classroom instruction, students can access the online tutorial at any time of the day or 
night. Teachers can assign homework and, according to Heffernan et al. (2012), teachers have 
the ability to monitor the progress of students while they do their homework during the evening.  
Adams (2011) stated that the use of effective teaching approaches and strategies can have a 
positive effect for some students, but many other students need additional support.  
Hanover Research (2014) reported math intervention tutorial programs that were likely 
to significantly improve students’ mathematics abilities include programs such as DreamBox 
Learning, Do the Math, and I CAN Learn Pre-Algebra and Algebra. All of these programs have 
a significant cost to school districts, which makes adoption difficult. While most of the extant 
research found inconclusive results concerning tutoring programs, other studies have provided 
evidence that these types of interventions produce definite improvement in student skillsets 
(Baker, Rieg, & Clendaniel, 2006; Calhoon & Fuch, 2003; Fuchs, Compton, Fuchs, Paulsen, 
Bryant, & Hamlett, (2005); as cited in Adams, 2011). 
Research Questions 
The current state of education in the United States has been the emphasis of many 
research studies regarding the factors that positively and negatively affect student learning. 
Studies in early mathematics intervention have produced results that show an increase in 
students’ transfer of knowledge, but also showed little change in the students’ persistence to 
learn (Watts, Clements, Sarama, Wolfe, Spitler, & Bailey, 2017). In the age of the “digital 
native” (Prensky, 2001), technology-supported learning is taking a more significant role in 
students’ education, but what is its impact on the affective domain of students? To gain insight 
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into its influence from teacher’s perspectives, the following research questions were posed. The 
primary question was: 
What instructional approaches to mathematics-based interventions do teachers believe 
impact middle school students’ affective domain for learning mathematics? 
The supporting questions were: 
• What factors do mathematics teachers perceive affect middle school students’ 
motivation and self-belief to learn mathematics when incorporating Adaptive 
Intelligent Tutorial Intervention in a general education setting? 
• What factors do mathematics teachers perceive affect middle school students’ 
motivation and self-belief to learn mathematics when incorporating teacher-directed 
approaches to mathematics-based intervention in a general education setting? 
Conceptual Framework 
Motivation influences students’ behaviors and is essential to their learning. Brophy (as 
cited in Liou & Kou, 2014) viewed motivation as a “critical component for stimulating students 
learning behavior” (p. 81). Factors such as attitudes, gender, culture, learning experiences 
(positive or negative), belief in one’s ability (self-efficacy), feedback, and the learning 
environment can affect a student’s level of motivation. Within the classroom, it is the teacher’s 
job to create an educational environment that provides support for students’ autonomy while 
establishing a mechanism for feedback and evaluation, placing emphasis on task importance, 
and nurturing their affective domain (Ko, Sammons, & Bakkum, 2015). Keeping students 
academically motivated and engaged is the key. Marzano and Pickering (2011) wrote that 
student engagement and motivation might “overlap in meaning and use” (p. 3) but are 
considered central to effective teaching and schooling. This study examined the use of 
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technology, particularly AITS, as a means for motivating students and improving students’ self-
efficacy and self-worth (Heafner, 2004). 
Motivation and Self-Efficacy 
According to Maehr and Meyer (1997), motivation is a “personal investment” (p. 373), a 
construct that explains one’s direction, intensity, persistence, and quality. Brophy (1986, 2004) 
stated that motivation exists when students are engaged in academic activities that are 
meaningful and worthwhile. His theory stated that a student’s motivation is driven by cognitive 
engagement, not the time and effort he or she applies to learning. Hattie (2009) wrote that 
students’ motivation is the highest when they have a greater sense of control over their learning. 
His synthesis of multiple studies associated with student motivation shows that the motivation 
levels are highest when they set goals, feel competent, and are provided positive affirmation and 
feedback. Researchers such as Bong and Skaalvik (2003) and Pintrich, Marx, and Boyle (1993) 
indicated that many motivational constructs affect students’ performance in learning, one being 
self-efficacy. 
Bandura hypothesized that self-efficacy affects the “choice of activities, effort, 
persistence, and achievement” (Bandura, as cited in Schunk, 1995b, p. 112). Bandura (2008) 
posited that self-efficacy can influence how one functions motivationally, emotionally, 
cognitively, and through decisional processes. Bandura (1982) further argued that an essential 
way to develop a strong sense of self-efficacy is through mastery experiences (actual 
performances). Other sources that influence one’s self-efficacy include feedback based on 
observations, persuasion, and affective factors (Artino, 2012). According to John Hattie and 
Robert Marzano (as cited in Killian, 2015), students who believed in their ability saw positive 
academic achievement. 
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Self-Regulation 
In self-regulation theory, Zimmerman (1989) assumed that students could learn by 
directing their efforts in “acquiring knowledge and skills rather than depending on teachers, 
parents, and other agents of instruction” (p. 329). Over the 20 plus years of research, 
Zimmerman refined his self-regulated learning (SRL) model with the help of Dale Schunk (1998, 
2001, 2003), focusing on student engagement through a series of feedback cycles that include 
planning, practice, and evaluation for improved learning (Everson, n.d.). Hattie (2012) stated it 
differently by relating self-regulation to personal learning strategies from the essential step of 
intentions to evaluating the strategies, effectiveness, and being consistent in their application 
across all tasks. 
Despite the vast amount of literature written on the topics of motivation in education and 
self-efficacy, this researcher explored the impact of AITS through Brophy’s (2004) foundational 
theories concerning student motivation to learn, Bandura’s (1994) concept of self-efficacy, and 
Zimmerman’s (1989) study on student learning through self-regulation. These theories are 
intertwined with the current conversations provided by John Hattie (2009, 2012) and Robert 
Marzano and Debra Pickering (2011), providing a set of lenses through which this researcher 
viewed this study. 
Assumptions, Limitations, and Scope 
The concepts of what is essential for a student in mathematics have changed 
significantly. This change is evident in the data provided by the 2015 and 2017 National Report 
Card published by the NAEP. The data show a sweeping decline in mathematics ability, 
reduction that has moved the United States from number 1 in the world for education just 20 
years ago, to the current ranking of 38th of 71 countries in mathematics (Desilver, 2017). The 
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most significant impact is to students who cannot get into college or remain in a STEM-based 
program because their mathematics ability is low. This researcher assumed that providing 
Internet-based tools to support a student’s learning, assist parents with the mysteries of the “new 
math,” and provide instant positive feedback would motivate students to learn and strengthen 
their self-belief to continue to learn mathematics. This assumption followed the research of 
Brophy (2004), Pintrich (2003), and Schunk (1995a, 1995b) regarding motivation as a critical 
component of a learner’s behavior and performance. 
Limitations of the present study included the product of the site under consideration. 
This study took place at a local charter middle school with a total population from grades 6 
through 8, including 1 ninth-grade transitional mathematics class, of approximately 167 
students. These students experienced the AITS implementation, but the study’s participants 
consisted of four to five mathematics teachers, a small sample size. Another limitation was the 
scope of the study, which focused only on students’ motivation and self-efficacy, and did not 
include any other impact variables, such as gender, age, socioeconomic status, culture, or 
student achievement. 
Significance 
Ericson, Silverman, Berman, Nelson, and Solomon (2001) stated that the charter school 
movement in the United States is one of the fastest-growing models for educational reform. 
Having autonomy allows charter schools to provide “families and students with another 
educational choice but also promotes change in the public education system as a whole, thus 
benefiting all students” (Ericson et al., 2001, p. 1). Charter school autonomy brings with it a 
higher level of accountability driven by standards-based reform, which holds these charter 
schools accountable for student progress on standardized tests (Hill, Lake, & Celio, 2002). 
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These standards include: (a) percent meets expectation (also called “proficiency” for short), for 
English language arts (ELA) and mathematics; (b) performance gaps (or “gap-closure”), for 
ELA and mathematics; (c) student growth (or “c growth”) ELA and mathematics for elementary 
and the middle level only; and (d) high school graduation rates (or “graduation”) high school 
level only. 
Charter schools that do not meet the performance criteria, based on school level during a 
two to three-year timeframe, are considered failing and these data negatively influence their 
charter renewal (Rhode Island Department of Education, 2017). Osborne’s (2012) investigation 
reported that failing charter schools are at much higher risk of closing than any traditional public 
schools classified as failing. 
Leadership at charter schools needs to be transformative in the approach to building a 
thriving environment. Challenging the traditional bureaucracy theory of democratic 
accountability, independent charter schools do not need to implement policies or changes 
enabled by elected officials (Hill et al., 2002). Charter schools can react quickly with guidance 
from their private board. In this case, exploring options to enhance students’ experiences and 
strengthening their ability to succeed through parallel online tutorials is a benefit of a charter 
school’s autonomy. Standards-based reform starts at the top for traditional public schools. All 
charters begin at the grassroots of the system by creating freedom of action at the school level 
(Hill et al., 2002). 
Most of the literature regarding math support programs references response to 
intervention (RtI), which uses a “universal screening process to identify students who need 
additional support in achieving academic success” (Hanover Research, 2014, p. 5). The 
significance of this study was to determine the benefits provided by continuous support, 
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providing tutorial systems, such as the AITS, to all students with an end goal of strengthening 
students’ affective domain for learning mathematics. Such a temperament can positively 
influence mathematics assessment scores and build on students’ confidence and their ability to 
succeed, especially as students transition into college preparatory programs at the high school 
level and beyond (Mizelle & Irvin, 2007). Research has provided evidence that self-beliefs and 
attitudes are crucial to mathematics achievement (Hall, 2016). Other studies (Marsh, Trautwein, 
Lüdtke, Köller, & Baumert, 2005; Möller, Pohlmann, Köller, & Marsh, 2009) suggested that a 
relationship exists between the concepts of mathematical self-belief in ability, attitude, and 
achievement. As the two most researched constructs of academic motivation are self-concept 
and self-efficacy; according to research, self-efficacy is highly correlated to student 
performance (Pietsch, Walker, & Chapman, 2003; Bong & Skaalvik, 2003). 
Definitions of Terms 
For the purpose of this study, and to provide clarity to readers, the following definitions 
were used: 
Affective domain: a learning domain that deals with factors such as student motivation, 
attitudes, perceptions, values, interests, and emotions (Krathwohl, Bloom, & Masia, 1973). 
Autonomy: for a charter school: professional independence of schools when it comes to 
making decisions about how the school will operate and teach students (Autonomy, 2014). 
Accountability: for charter schools, an entity being held to the same or greater outcome 
standards as other public schools (“Evaluation of public charter school program,” 2004, para. 4). 
Charter school: a charter school is an independently run public school granted greater 
flexibility in its operations, in return for greater accountability for performance (Uncommon 
Schools, n.d.). 
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Common Core State Standards: an educational initiative in the United States that 
 details clear, consistent guidelines for what every student should know and be able to  
 do in math and ELA from kindergarten through 12th grade in preparation for college and careers 
(“Read the standards”, 2019). 
Digital native: students, K through college who have spent their entire lives surrounded 
by and using computers, videogames, digital music players, video cams, cell phones, and all 
other tools of the digital age (Prensky, 2001). 
Direct instruction: instructional approaches that are structured, sequenced, and led by 
teachers (Direct instruction, 2013). 
Formative assessment: refers to a wide variety of methods that teachers use to conduct 
in-process evaluations of student comprehension, learning needs, and academic progress during a 
lesson, unit, or course (Formative assessment, 2014). 
Graduation rates: the percentage of a school’s first time, first-year undergraduate 
 students who complete their program within 150% of the published time for the program 
(FAFSA, 2018). 
General education: a program of education that typically developing children should 
receive based on state standards and evaluated by the annual state educational standards test 
(Webster, 2018). 
Group work: an environment where students “teach” and explain concepts to each other 
(Center for Innovation in Research and Teaching, n. d.). 
Instructional intervention: an instructional intervention is a specific program or set of 
steps to help a child improve in an area of need (Lee, n. d.). 
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Interventions: a strategy used to teach a new skill, build fluency in a skill, or  
 encourage a child to apply an existing skill to new situations or settings (Methe & Riley-
Tilman, 2008). 
Local educational agency (LEA): a public board of education or other public authority 
legally constituted within a state for either administrative control or direction of, or to perform a 
service function for, public elementary schools or secondary schools in a city, county, township, 
school district, or other political subdivision of a state (“34 CFR 303.23 – Local educational 
agency,” n. d.) 
Middle school or middle level: middle school or middle-level schooling is the 
transitional period between elementary school and high school; commonly designated as 
grades six through eight, specific districts have excluded sixth grade while others include ninth 
grade (O’Donnell, 2017). 
Modeling: an instructional technique where a teacher demonstrates a concept for 
students and the students learn from observing or imitating (Haston, 2007). 
Motivation: the desire or willingness to do something (Motivation, n.d.). 
Online tutorials: a self-study activity designed to teach a specific learning outcome. 
(University of Bristol, n. d.). 
Principal or school-based administrator (these terms are interchangeable): the person 
responsible for managing the school and overseeing all educational aspects of its students 
(Inclusion BC, n. d.). 
Remediation: the effective re-teaching of material not previously mastered when it was 
initially taught (Abbott & McEntire, as cited by Neel, n. d., para. 2). 
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Self-efficacy: people’s beliefs about their capabilities to produce designated levels of 
performance that exercise influence over events that affect their lives (Bandura, 1994). 
Standardized test: any form of test that requires all test takers to answer the same 
questions, or a selection of questions from common banks of questions, in the same way. The 
tests are scored in a “standard” or consistent manner, which makes it possible to compare the 
relative performance of individual students or groups of students (Standardized test, 2015). 
STEM: a curriculum based on the idea of educating students in four specific disciplines 
—science, technology, engineering, and mathematics (Hom, 2014). 
Teacher certification: a teaching credential or teaching license conferred by a state 
agency to teachers who have completed state-mandated requirements, such as, coursework, 
degrees, tests, and student teaching experience (“What is teacher certification?”, 2018). 
Think-pair-share: a collaborative learning strategy where students work together to 
solve a problem or answer a question about an assigned reading (“Think-Pair-Share”, n. d.). 
Conclusion 
According to Chappell et al. (2015), “Instructional tutoring has an extensive history in 
American education” (p. 38). The Every Student Succeeds Act (ESSA) and Common Core State 
Standards (CCSS) have become the driving forces for accountability models and in their current 
context are focused on advancing college-and-career-ready outcomes (Reyna, 2016). Laws still 
require states “to meaningfully differentiate the performance of their schools on an annual 
basis” (Reyna, 2016, p. 2). Recent National Report Cards from NAEP show student 
performance declining. Change in traditional public schools is similar to a monopolistic 
bureaucracy that struggles to keep up with the changing times and economies (Slade, 2016). 
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One advantage of charter schools is their ability to adapt quickly to specific circumstances for 
the benefit of students’ success. 
This researcher hopes to use the results from this study to expand a plane of knowledge 
that supports the need for parallel online tutorials beyond the intervention models that populate 
today’s literature. Delving into research literature in Chapter Two to understand how a student’s 
motivation and belief in their ability to learn mathematics can contribute to increased 
assessment scores and build a strong foundation to support the continued need for online tutorial 
platforms. 
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CHAPTER TWO 
LITERATURE REVIEW 
This study was designed to examine the effects of an adaptive intelligent tutorial as an 
instructional intervention on the self-efficacy and motivation of middle school students who are 
learning mathematics. The review of related literature encompasses a variety of sources that 
have influenced and contributed to the current research involving mathematics proficiency in 
secondary schools. The content for this literature review was collected from well-respected 
sources in the areas of mathematics achievement and the related topics that affect student 
performance, motivation, and self-efficacy. These sources include academic journals, research 
studies, dissertations, research publications, educational reports, and books. These selected 
sources were also chosen based on the relevance to this study and begin with the current state of 
mathematical achievement and the factors that affect mathematics achievement, such as anxiety, 
gender gaps, and motivation to learn. The literature review then examines the benefits of 
intervention, technology, the impact of differentiated instruction, the role education technology 
plays in student achievement, the value of adaptive intelligent tutoring systems (AITS), and 
formative assessment. The review then provides conversation regarding the importance of the 
teacher in students’ ability to learn, as well as the power of their learning proposition to 
technology implementation. The literature review closes with the presentation of the conceptual 
framework that guided the study. 
Current State of Mathematical Achievement 
The NAEP, also known as the Nation’s Report Card, is the only assessment that 
measures U.S. students’ academic performance in various subject areas, including mathematics, 
since 1969. According to the 2015 and 2017 National Report Cards, 34% of eighth and 25% of 
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12th graders meet proficiency standards (National assessment of educational progress, 2017). 
Currently, the mathematics ability of many middle and high school students continues to 
decline. CCSS were put into place to address these falling rates, but progress has been slow. 
Heitin (2015) stated that K-8th grade Common Core mathematics standards garnered praise 
since their launch, but weakening high school mathematics standards have raised serious 
concerns that need to be addressed. For years, it has been evident that high school mathematics 
curricula are not working. Many students leave their high schools unprepared to enter college, 
especially in STEM programs, and unequipped to meet the needs of a career (Larson, 2016). 
The impact of low mathematics proficiency manifests again in college, as 60% of all college 
students who intended to study STEM subjects transfer out or change degree programs (Lloyd, 
2016). One theory states that the STEM exodus is the product of students not acquiring adequate 
foundations in mathematics, a vital skill in many science and technology curricula (Lloyd, 
2016). 
With math proficiency scores continuing to fall nationally (NAEP, 2015, 2017), new 
forms of intervention are required at the secondary school level to offset this decline. Richard 
Rusczyk (as cited in Lloyd, 2016), the co-author of the “Art of Problem Solving,” stated that 
failure in math is not about students getting too little math; it is about how it is being taught in 
K-12. Improving mathematics achievement requires addressing the needs of the students and the 
factors that affect success, such as gender, race, peer relationships, and the affective domain 
(Farooq, Chaudhry, Shafiq, & Berhanu, 2011). 
This literature review develops a framework of the current research regarding the 
problems surrounding students’ mathematics achievement in secondary schools. The following 
section addresses the variables that affect student success, such as math anxiety, gender, race, 
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and motivation. The next sections examine the value of all types of interventions, and the role 
technology plays in the intervention process. The review of related literature concludes with an 
examination of a critical element to student success, the teacher. 
Factors That Impact Mathematics Achievement 
Volumes of literature exist to address student factors that have an impact on mathematics 
achievement. Most of the research studies focus on specific elements, but very few studies 
examine the combination of these factors and what can be done to address their impact. Geary 
(2011) hypothesized that the persistence of low mathematical performance is a product of 
learning difficulties and disabilities and is not attributable to intelligence. Such problems can be 
the result of the learning environment, supporting resources, working memory, and poorly 
constructed and biased standards (Cowan, 2014; Relevant Strategies, 2011). 
Anxiety 
Al-Mutawah (2015) completed a study that focused on the relationship between 
mathematics anxiety and how it affects math achievement. Al-Mutawah posited that students 
have lower anxiety when exposed to positive math experience and support. Harari, Vukovic, 
and Bailey (2013) conducted a similar study with first graders and arrived at the same 
conclusion. Negative experiences at the foundational concept levels increase students’ anxiety 
and have lasting effects on future performance (O’Leary, Fitzpatrick, & Hallett, 2017). The 
Trends in International Mathematics and Science Study (TIMSS) has shown that over 
successive years, there is a definite correlation between student attitudes and math achievement 
(Provasnik et al., 2016). Kulkin (2016) wrote that there is a need to continue to nurture math 
potential grounded in real-life experience, and teachers must develop ways to overcome math 
anxiety by creating learning opportunities based on student interests. Budget cuts across school 
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districts make it difficult for teachers to find the resources to develop programming, either in the 
classroom or with the use of technology to address anxiety. 
Gender Gaps 
Arroyo, Burleson, Tai, Muldner, and Woolf (2013) and Catsambis (2005) provided 
evidence that both female students and minority students have a high rate of developing 
negative feelings toward mathematics. Arroyo et al. (2013) posited that each gender’s style of 
learning and affective predisposition toward mathematics influence math achievement. Niederle 
and Vesterlund (2010) argued that the difference in math achievement is correlated with boys’ 
early development of superior spatial skills and a proclivity for competition over girls. In an 
earlier study by Niederle and Vesterlund (2007), results showed that girls/women shy away 
from competition but outperform boys on more tactile tasks. Many reasons contribute to the 
gender gaps in mathematics achievement; new approaches in teaching and intervention are 
needed to reduce gender biasing associated with perceptions of ability (Riegle-Crumb & 
Humphries, 2012). 
With many factors, including those noted in the previous paragraphs, affecting 
mathematics ability and student achievement, raising achievement to higher levels, and closing 
student achievement gaps are priorities in schools and communities at all economic levels, and 
in urban, rural, and suburban settings (National Education Association, 2017). 
Motivation to Learn 
Brophy (2004) stated that motivation is a crucial component to learning behavior, but 
“schools are boring and frustrating” (p. 1). Sorensen (2006) believed, “academically motivating 
our students and keeping them motivated can be one of the greatest challenges the classroom 
teacher ever has in their career” (p. 3). In an era of standards-based educational accountability, it 
is becoming more evident that student self-assessment is becoming the catalyst for improved 
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student motivation, heightened engagement, and a stronger belief in their learning (McMillan & 
Hearn, 2008). Bandura and Schunk (1981) theorized that students’ self-motivation relies on “an 
intervening process of goal setting and self-evaluation” (p. 586). Interventions such as 
technology-based systems, “when used appropriately, can influence academic motivation” 
(Olsen & Chernobilsky, 2016, p. 4). Lin-Siegler, Dweck, and Cohen (2016) hypothesized that 
instructional interventions have tremendous value when the activities “target the beliefs or 
perceptions that hamper students’ motivation to learn” (p. 295). Supported by a collection of 
articles from current researchers on motivation and learning, Lin-Siegler et al. (2016) also 
provided evidence that application of motivational theories across the ever-changing 
instructional activities of schools, whether with technology intervention or other platforms, can 
lead to new motivation principles in education. 
The Benefits of Intervention and Differentiated Instruction 
According to TIMSS, secondary school students continue to lag behind their 
international counterparts in understanding the mathematical skills necessary to support the 
21st-century global workplace (Provasnik et al., 2016). Cornelius (2013) stated that, over the 
past 20 years, research has revealed small improvements in math proficiency, but the growth has 
slowed and many students still struggle with many mathematical concepts (p. 2). Practices such 
as RtI, implemented early in middle and high school, have seen success (Fuchs, Fuchs, & 
Compton, 2010). According to Riccomini and Witzel (2010), RtI is a current process for schools 
to improve learning through “evidence-based instruction, assessment, and interventions” (p. 1). 
Current research shows that when used correctly, RtI practices have a positive influence 
on the math achievement of students. Hanover Research (2014) identified several credible math 
tutorial instruction and intervention programs, such as Hot Math Tutoring, Number Rockets, and 
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focusMATH Intense Intervention, that can “significantly improve students’ mathematical 
ability” (p. 3). These technology-based tutorial systems provide scalable value to meet the needs 
of the three tiers of intervention associated with RtI. Specific studies, such as Chappell et al. 
(2015), suggested that tailoring the technology-based tutorials for individualized intervention 
(RtI-tier III) is highly useful for low-achieving students. Riccomini and Witzel (2010) wrote that 
the primary guiding principle of the RtI model, the belief system, is the most critical facet in 
improving student learning. The authors’ conviction further supports the research by Al-
Mutawah (2015) proving that positive experiences in the learning of mathematics have a lasting 
effect on students’ confidence, attitude, and level of anxiety. Early intervention programs 
reinforced with technology-based tutorials have proven to increase middle school student 
mathematics achievement (Chappell et al., 2015; Cornelius, 2013). Gersten, Jordan, and Flojo 
(2005) also supported these theories in their study about early identification and intervention 
with students who struggle with mathematics. In the Gersten et al. (2005) study, the evidence 
did not suggest any single way of building mathematical proficiency in students because of the 
differences in the variables encountered. The researchers did support the need for differentiated 
instruction that best meets an individual student’s need(s). Differentiated instruction is not a 
new way of thinking or a new trend in education. It is based on best practices and strategies to 
manage the varying abilities and learning needs of the students (Heacox, 2012). It is essential to 
support a well-designed intervention program with a core mathematics curriculum of high 
quality. Sundling (2012) stated that any quality core should include differentiated instruction 
designed to teach mathematics according to the individual needs of the learners. However, 
Barnett and Farah (2018) wrote that in a traditional classroom, differentiation is seen as a tool 
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for special needs students, but in the self-paced classroom, differentiation “occurs in terms of 
time and support rather than content” (para. 4). 
Technology: A Tool for Differentiated Instruction 
In recent years, the advancement in digital technology, such as the $300 Chromebooks 
and iPads for students, has provided school districts with affordable options that allow students 
and teachers with ever-present access to one-to-one (1:1) computing and opportunities for 
“personalized instruction and enriched curriculums” (Downes & Bishop, 2015; Graham, 2018; 
Hansen, 2012, p. iii). This kind of technology is transforming how students learn and 
influencing the affective domain of a student. Access to technology is changing, and the 
research has shown the positive effects of 1:1 laptop-supported learning for middle school 
student achievement and significant increases in standardized achievement scores and 
motivation (Doran & Herold, 2016; Dunleavy & Heinecke, 2007; Harris, Al-Bataineh, & Al-
Bataineh, 2016; Silvernail, Pinkham, Wintle, Walker & Bartlett, 2011; Stephens, n.d.). 
Dunleavy and Heinecke (2007) suggested that the 1:1 laptop treatment had a more 
substantial impact on the achievement of males over females. The results of the Arroyo et al. 
(2013) investigation provided evidence for gender variance, stating that the affective 
components of these differences are based on theories that girls, throughout K-12, increasingly 
display more negative attitudes toward mathematics. These attitudes translate into low self-
esteem with regard to their mathematics performance (Royer & Walles, 2007). 
Other forms of differentiated instruction can include face-to-face tutoring programs that 
can be personalized based on student needs. This type of intervention also proved valuable, as 
results of the research conducted by Rothman and Henderson (2011) showed students who 
attended formal tutoring programs outperformed all other groups in both mathematics and 
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science. Their results further indicated a positive correlation between the teacher and the tutee 
when classroom teachers using current classroom curriculum staff the tutorial session. In the 
development of differentiated instruction, many variables must be considered. Teachers in face-
to-face tutorial sessions can adapt to student differences, such as intellectual capacity, gender, 
low achievement, learning styles, and anxiety. An understanding of the cognitive domain is 
essential, but a combined effort to address the affective domain of both sexes would help to 
close the gaps associated with mathematics achievement (Arroyo et al., 2013; Niederle & 
Vesterlund, 2010). 
Understanding the relationships of the affective domain of students with their 
mathematical ability was the focus of Hemmings, Grootenboer, and Kay’s (2010) research. 
They hypothesized that an individual’s disposition toward mathematics is a critical factor in a 
student’s mathematical achievement. Their findings identified various groups of variables 
associated with students’ ability to achieve in mathematics, prior aptitude, gender differences, 
attitude, and an enabling environmental setting. The results of the study showed that personal 
attitudes, both positive and negative, had the most significant influence on a student’s ability. 
Another component associated with the affective domain of a learner is students’ 
confidence and self-efficacy in their ability to achieve. Van Veggel and Amory (2014) 
supported the importance of small group tutorials as a tool for enhancing students’ confidence in 
mathematics, as well as its impact on improved student performance. Tutorials that support 
students’ capacity to self-regulate their learning have positive effects on the motivation of a 
student and self-efficacy beliefs (Ramdass & Zimmerman, 2008). According to Ramdass and 
Zimmerman (2008), self-regulation is the process where individuals activate and sustain areas of 
the affective domain to attain learning goals. 
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The middle school years are a critical phase of students’ learning. CCSS raise the bar 
with learning goals that students are expected to achieve within each grade level to prepare for 
success either in college or in the workplace. What CCSS do not address is the variations in how 
students learn, as well as the factors that influence the learning process (Benjamin, 2017). With 
disparities in student learning well documented, it is difficult for teachers to meet the needs of 
all the students. Tutorial support is a vital tool to support student learning and the teachers 
striving to manage the classrooms of today. Technology-based tutorials such as AITS can adapt 
to the needs of the students. 
Educational Technology—Equity, Access, and Impact on Student Achievement 
With the majority of the research supporting the effectiveness of computer-assisted 
(technology-based) intelligent systems, educational technology in the classroom remains 
questionable. According to De Witte, Haelermans, and Rogge (2015), multiple stakeholders 
with diverging interests; such as parents, teachers, students, administration, policymakers, and 
educational experts; are now involved in the process. Along with the diverse opinions of the 
stakeholders, equity, adequacy, and access still plague many districts across the United States. A 
2008 National Education Association policy brief reported that technology implementation in 
many school districts is slowed due to competing priorities, lack of resources, and expertise. De 
Witte et al. (2015) indicated that in many school districts, significant funds are spent on 
hardware and software to support educational technology, which includes computer-assisted 
intelligent tutorial systems, providing ammunition for cynics who do not see the cost-benefit of 
educational technology and question whether this approach offers an advantage to students’ 
knowledge and achievement. Placing immediate costs over the long-term benefit of 
transforming teaching that leads to increased student engagement, motivation, and accelerated 
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learning (“Use of Technology in Teaching and Learning,” n.d.). The majority of the experts 
involved in the educational technology debate agreed that when technology is a significant part 
of teaching and learning, students and the teachers are increasingly engaged and motivated 
(National Education Association, 2008). The Partnership for 21st-Century Learning, formerly 
known as the Partnership for 21st-Century Skills, is an organization formed through the 
collaboration of the business community, educational leaders, and lawmakers to promote the 
importance of 21st-century readiness. At the epicenter of discussion is K-12 education, with the 
greatest need for equitable access to technology (Partnership for 21st Century Learning, 2018). 
Supporting this belief, the U.S. Department of Education published a report in 2016 stating that 
the expectations of students, as outlined in the P21 framework, demonstrate the need for 
students to have equitable access to technology, not just to close the digital divide, but also to 
prepare them for the future (Anders, 2017). 
In 2014, Julie Evans, CEO of Project Tomorrow, a non-profit organization focused on 
changing the lives of children through science, math, and technology education, asserted that 
while all K-12 and college students have familiarity with technology, “the leading edge of the 
truly digital native students were at the 8th grade level” (Humes, 2014, p. 2). Today these same 
eighth graders are graduating high school and have been exposed to or have taken full advantage 
of how technology has supplemented education (Humes, 2014) with a higher level of self-
confidence. In comparison, the early digital natives have come to age and comprise “the new 
generation of early career teachers” (Orlando & Attard, 2015, p. 107). Orlando and Attard 
(2015) saw this change in the demographics of teachers as a positive concerning the effective 
implementation of all forms of technology in the classroom, especially for the teaching of 
mathematics. 
  
27 
 
Technology-based learning systems (TLS) benefit school districts in addressing the 
many factors involved with students’ learning. The computer-assisted intelligent and adaptive 
tutorials are one of the TLSs that can assist individual students with learning at their own pace. 
According to the National Educational Technology Plan of 2017, technology-assisted learning 
allows students to tap into resources that expand their opportunities and provide greater equity 
of access to the historically disadvantaged student (Office of Educational Technology, 2017). 
Arroyo et al. (2013) reported that the use of computer-assisted intelligent and adaptive 
tutorial/learning systems have an encouraging influence on students’ academic accomplishment 
and attitudes toward mathematics. The positive effects of intelligent learning systems are driven 
by an instruction that is personalized and tailored to a student’s pace, ability, gender variances, 
and learning environment (Brasiel, Martin, Jeong, & Yuan, 2016). 
Technology and Adaptive and Intelligent Tutorial Systems 
Existing research focuses on computer-based tutorials of the classroom, and shows it to 
be an effective model during regular school hours (McDonough & Tra, 2017). However, the 
adaptive intelligent tutorial also provides a platform that is portable and effective at home. 
Roschelle et al. (2016) not only discussed the importance of practicing mathematics but also 
addressed the concerns of parents related to the value of school homework. CCSS mathematics 
has made it difficult for many parents to help their children with their homework, creating 
negative experiences that influence learning. Roschelle et al. (2016) hypothesized that 
mathematics homework could be improved if immediate positive feedback is available to the 
student at home and in school. Studies show that online educational technology tools increase 
student learning, mainly by “enabling timely formative assessment practices related to 
homework” (p. 2). 
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Online tools such as ASSISTments and Odyssey® Math provide an intelligent and 
adaptive platform tailored to individual student needs, providing the necessary hints and 
feedback that are beneficial to student learning (Roschelle et al., 2016; “What works 
clearinghouse intervention report: Odyssey© math,” 2017). ASSISTments, a product developed 
by Worcester Polytechnic Institute in collaboration with Carnegie Mellon, was designed as an 
online math homework and classroom tutorial to provide instant feedback to the student. 
Research by Roschelle et al. (2016) examined test scores of 2,850 seventh graders in 43 Maine 
public schools. Those students using ASSISTments scored close to 75% higher than students 
not using the online mathematics tutorial (Duffy, 2016). The online tutorial design provided a 
formative assessment by using data collected from the students’ independent work. Teachers 
who adjust the instruction based on individual student needs (Escueta, Quan, Nickow, & 
Oreopoulos, 2017) also used these data. 
In a 2009 What Works Clearinghouse intervention report provided by the Institute of 
Education Science, Odyssey Math, an Internet-based K-8 mathematics curriculum and 
assessment tool by CompassLearning, has positive effects on mathematics achievement in 
grades K-8 (What Works Clearinghouse Intervention Report, 2009). In a 2007 study by Judy 
Dileo, 280 fifth graders in a single school district in Pennsylvania were exposed to the Odyssey 
Math software. The results showed a positive impact and academic gains in achievement scores. 
Another essential aspect of the intelligent and adaptive tutorial (online or in class), is the 
ability to emulate the classroom teaching and current curriculum (Rothman & Henderson, 
2011), providing consistency and alignment to standards. The integration of AITS software with 
the growing application of 1:1 computing, such as a Chromebook, a low-cost alternative to 
standard laptops, has provided a platform that has helped to personalize a student’s instruction 
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both at home and in the classroom (Paiva, Ferreira, & Frade, 2017; Stephens, n.d.). These 
technology-based systems and software are not a replacement for excellent teaching, but 
instead, provide students with timely formative feedback that is important to their learning. 
Formative Assessment 
Formative assessment is a process where immediate feedback is provided to students, 
along with suggestions to help them make the appropriate corrections and improve their learning 
(Walsh, 2013). Hattie, Fisher, and Frey (2017) stated that formative assessment is about 
collecting real-time data on student progression and using the data to inform the direction of 
instruction. Providing informative feedback is an essential factor in motivating learning in 
various instructional environments, including technology-supported learning applications 
(Hattie & Timperley, 2007; Hattie & Gan, as cited in Narciss, 2013). Hattie and Timperley 
(2007) also stated that the right type of feedback is critical to students’ learning process. It needs 
to be the right information to fill the gaps in one’s understanding, not just the task at hand, and 
stimulates the self-regulatory process (Hattie & Timperley, 2007). In a meta-analysis on the 
applications of formative assessments conducted by Kingston and Nash (2011), two 
implementations, professional development, and computer-based systems were more effective 
over other implementations, with mean effect sizes of .30 and .28 respectively. 
AITS incorporate an interactive and informative feedback model, a model that provides 
formative assessment and feedback beyond the scope of just a correct answer to stimulate the 
learning process and help students’ master learning tasks (Narciss, 2013). Research has also 
shown that formative assessment, either with or without the support of technology, can have a 
positive impact on student self-efficacy, influencing motivation and achievement (Cauley & 
McMillian, 2010; Narciss, 2004). 
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The Teacher Quotient 
In 1933, the Elementary School Journal printed an article written by L.C. Day entitled 
“The Teaching Quotient.” The article focused on measuring teacher success. As time goes on, 
districts continue to assess those dedicated individuals who help to educate the new generation 
of student learners. Hattie (2012) wrote that teachers are the “activators and evaluators” of 
student learning, and their method of teaching is based on “judgment, listening, and expertise” 
(p. 96). These elements of teaching are essential in dealing with change. Change is a constant in 
education, from No Child Left Behind to the CCSS of today, teachers must be adaptive and 
flexible to meet the needs of their students. Technology has played a large part in the changing 
educational landscape, and teachers again play a critical role in the “successful implementation 
of new technologies in the classroom” (Tilton & Hartnett, 2016, p. 79). Concerns still exist 
among teachers about how technology, such as laptops in the classroom, impact them personally 
(Donovan, Hartley, & Strudler, 2007). Tilton and Hartnett (2016) have hypothesized that there 
is a link between teachers’ beliefs and attitudes toward technology and the subsequent 
integration for student achievement. Their mastery, experiences (positive or negative), levels of 
coaching, and training influence teachers’ self-efficacy. Tilton and Hartnett (2016) stated that 
coaching is the verbal encouragement of trusted individuals on the merit of technology 
integration. This form of reinforcement is vital to teachers’ acceptance of change. 
Donovan et al. (2007) wrote that understanding the importance of change can reduce the 
selfishness of the teachers. Critical to the change process is allowing the teachers’ voices to be 
heard. Donovan et al. (2007) also stated that acknowledging teacher concerns helps those 
implementing the change to support the teachers throughout the process. These issues are not 
just a product of American education. Investigating the digital technologies implementation 
across New Zealand schools, Stuart Armistead (2016) provided evidence that supports the 
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theory that technology innovation in the classroom “change the way students learn, the way 
teachers teach, and where and when learning takes place” (p. 9). This change is strengthened by 
the beliefs and attitudes of the teachers, providing positive experiences to the students.            
De Bruyckere, Kirchner, and Hulshof (2016) argued that providing positive experiences is 
crucial once one can reach the digital natives, the young people who have been immersed in 
technology all of their lives. For teachers, technology is another factor that shapes the way they 
teach and how students learn. Teachers continue to have the most significant impact on 
students’ achievement and have the most substantial number of obstacles to overcome. 
Teaching with Technology 
In the current 21st-century classroom, technology is becoming a more significant 
learning and teaching tool, and an integral part of our everyday lives (Costley, 2014). Such tools 
can provide the means to enable students to learn at their own pace, giving teachers the time to 
work individually with students of varying levels of ability (Cox, n.d.). The role of the teacher 
also changes, in the classroom, as one transitions from a teacher-centered information provider 
to supporting students one-on-one and in groups, providing support and feedback (Dhanda, 
2015; Schreurs & Dumbraveanu, 2014). Throughout the years, student-centered learning 
approaches in the classroom have been on the rise (Baeten, Dochy, Struyven, Parmentier, & 
Vanderbruggen, 2016). However, according to Chang and Chang (2010), many students prefer 
the use of both teacher-centered and student-centered approaches. Donnely (2010) showed that 
blending instructional approaches, direct instruction, group work, and one-on-one, especially 
with technology, helps teachers to motivate and engage students in their comfort areas. 
As the role of technology in the classroom continues to change from the one computer 
classroom of the past to the integrated technology classrooms of today, teachers are burdened 
with new requirements of effectively integrating the technology and adapting their teaching 
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methods to meet the needs of their student (Hanover Research, 2014). Professional development 
primarily focused on changing technologies, is essential, especially for those versed in the 
traditional classroom delivery methods. Inan and Lowther (2010) showed that teachers 
experienced barriers beyond their own beliefs that influenced their decisions about technology-
supported instruction. The most significant barriers included the lack of professional 
development, administrative support, and technical support (Inan & Lowther, 2010). In 2014, a 
national survey of over 600 k-12 teachers, nearly half of these teachers reported a lack of 
training and support when integrating and using technology in their classrooms (Willen, 2014). 
In a meta-analysis conducted by Timperley, Wilson, Barrar, and Fung (as cited in Hattie, 2009), 
professional development was more effective when school leadership supported the process, 
providing access to the relevant expertise and the sharing of new information in a timely 
manner. 
Teacher Perceptions—Middle School Students 
Teachers’ perceptions of middle school students begin with the understanding of the 
challenge that their students face, especially at the onset of the middle-level journey. Megan 
Mead (2014) reported that the landscape of middle schools has unique challenges, “that combine 
students’ physical and emotional changes with new and difficult content” (para.1). Middle school 
is a time when students seek independence, a period of transition for “taking ownership of their 
learning” (Mead, 2014, para. 3). For middle school students, grades six through eight are also 
formative years, as they begin to shape emotional and social connections, as well as, 
“conclusions about their mathematical ability, interest, and motivation that will influence how 
they approach mathematics in later years” (Protheroe, 2007, p. 52). 
Middle school teachers are sensitive to the changes in their students, knowing that the 
transition can be a stressful time for many students (Schielack & Seeley, 2010). Research on the 
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elementary school to middle school transition has shown significant declines in students’ 
academic achievement (Alspaugh, as cited in Schielack & Seeley, 2010). Researchers such as 
Simmons and Blyth (1987), Wigfield, Eccles, MacIver, Reuman, and Midgley (as cited in 
Rathunde & Csikszentmihalyi, 2005), agreed that during the transition from elementary school, 
middle school students begin to build a reluctance to learning, have lower motivation, and lack 
confidence in their ability to succeed. These factors, coupled with diverse student populations 
and changes to classroom environment driven by the CCSS movement, create significant 
concerns for the middle school teachers. From the perspective of the teacher, all he or she can do 
is to create a classroom culture, a climate, and a curriculum that stimulates students’ motivation 
to learn (Kohn, as cited in Davis & Forbes, 2016). Hattie (2012) stated that one of the mindsets 
that teachers need to grasp is that they are change agents, and must have the confidence to 
facilitate positive change in student learning. 
Another critical factor for a teacher is having a voice that contributes to the discussions 
and provides essential insight into the adoption of standards that drive education (Glaus, 2014). 
From the perspective of the classroom, their voices are the feedback vehicle that shares the 
observation of changes as they occur, helping to document the failures and the successes, to 
move students to their learning goals effectively and stimulate their engagement and motivation 
(Glaus, 2014). Continued professional development is the key, not just to successful 
implementations of standards or the execution of a technology application, but informs educators 
about the intricacies of teaching and learning. 
Conceptual Framework 
The conceptual framework for this study was designed to determine the impact of AITS 
on middle school students’ self-efficacy and motivation for learning mathematics. The 
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researcher utilized the foundational works of Brophy’s (2004) theories on student motivation to 
learn, Bandura’s (1994) concepts of self-efficacy, and touched on Zimmerman’s (1989) 
cognitive views and models of SRL, and their connection to motivation and student 
engagement. The viewpoints from Hattie (2009, 2012), Marzano and Pickering (2011), and 
Dweck (2010) are also included to expand the current conversation of the classrooms. These 
connections are evident in the conceptual framework model (see Appendix A), which illustrates 
the links between the foundational theories and the current conversationalists. The outer ring 
begins with the classroom context, where teachers review and select appropriate instructional 
strategies. These instructional strategies provide a level of feedback that can influence students 
to become more responsible for their learning, which in turn, provides input to the teacher to 
help adjust his or her approach. The level of support from the outer ring influences the inner 
constructs of student motivation, engagement, and self-belief, constructs that are connected and 
have a bidirectional impact on each other. The level of engagement influences the level of 
motivation and self-belief and vice versa. 
Student Motivation to Learn 
According to Brophy (2004), student motivation originates from students’ own 
experiences. These experiences influence the students’ disposition about whether to engage in 
their learning. Students can be motivated from within, known as intrinsic motivation, because 
they are interested and enjoy what they are learning. Also, motivation for other students is 
driven by reward or reinforcement, such as a teacher’s praise or a good grade, referred to as 
extrinsic motivation. In his synthesis of a meta-analysis on motivation, Hattie (2009) posited 
that students who take control of their responsibility for learning have stronger internal beliefs 
that are associated with higher academic achievement. These forms of motivation are important, 
but to Brophy (2004), expanding all students’ motivation to learn is about cognitive motivation, 
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which includes sense-making, the processing of information, and strategies that stimulate 
students’ inspiration to learn, strategies that guide teachers to shape students’ behaviors and help 
them appreciate their learning opportunities while providing the appropriate tools, adaptations, 
and interventions for successful learning in the classroom. 
Brophy (2004) viewed the classroom as a complex environment of continuous change 
that challenges the teachers’ ability to inspire and maintain the motivational and engagement 
levels of students. It is the teachers’ role to support and inspire their students and use strategic 
teaching goals to provide deliberate interventions to assist with the students’ cognitive change 
(Dweck, 2010; Hattie, 2012). According to Goodenow (as cited in Marzano & Pickering, 2011), 
this type of teacher support is the leading “predictor of motivation among students in sixth 
through eighth grades” (p. 6). 
Student Self-Efficacy 
Since the early 20th century, the role of self-beliefs dominated the conversation in 
American psychology from the early writings of William James, the works of psychoanalysts 
such as Sigmund Freud and Carl Jung, and through the years of behaviorist and humanistic 
influences (Pajares & Schunk, 2001). In the mid- to late 20th century, educators took an interest 
in information processing and cognitive processes in learning, driven by the advancement of 
technology, instead of focusing on students’ self-beliefs in learning (Pajares & Schunk, 2001). 
In 1986, Bandura’s social learning theory of 1960 was revised into SCT, which 
hypothesized that learning could occur through the social interaction of people, their 
experiences, and behaviors. Based on Bandura’s (1986) Social Cognitive Theory (SCT), people 
are self-aware of their capabilities, which are core to how humans function. Influenced by these 
personal beliefs, or self-efficacies, individuals have the confidence to impact their own lives, 
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experiences, and events, not just under normal circumstances, but also during challenging 
situations (Bandura, 1977, 1986, 1994, 1997). 
Over the past 20 years, research on academic motivation and student achievement has 
seen a renewed focus on student self-efficacy (Artino, La Rochelle, & Durning, 2010). In the 
synthesis of a meta-analytic study, Hattie (2009) postulated a strong relationship between self-
concepts of ability and achievement. However, the measures of self-concepts of ability are more 
“self-estimates of ability than self-concepts of ability, which should also include concepts of 
pride, worth, and confidence” (p. 47). As a self-measure, a strong sense of confidence has 
shown to be the most powerful influencer of positive achievement in schools (Hattie, 2009). He 
also highlighted in his research that self-efficacy and achievement have reciprocal effects; 
higher self-efficacy leads to higher achievement and vice versa. 
Self-regulation with Technology 
Zimmerman’s (1989) social cognitive theory (SCT) of self-regulated academic learning 
(SRL) recognizes the value of SRL as a vehicle for improving student-learning achievement. It 
is a way of allowing students to control emotions, monitor their situations and behaviors, and 
become masters of their learning processes (Hattie, 2012; Zimmerman, 1989). It is about 
developing intentions or strategies to achieve academic goals and is linked to perceptions of 
self-efficacy (Hattie, 2012; Zimmerman, 1998). 
Today, technology as a learning tool has opened doors to new and innovative 
applications of teaching and learning (Ford & Lott, 2011). Intelligent, adaptive tutorials can help 
students self-regulate their knowledge through practice and reinforcement (feedback). Each 
learner has his or her methods to acquire understanding and experiences to build knowledge, all 
of which affect the learning process (Aldoobie, 2015). Zimmerman’s (1989) SCT of self-
regulated academic learning recognizes the value of SRL as a vehicle for increasing engagement 
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and improving student-learning achievement. As a pioneer of SRL, Zimmerman’s (2002) model 
uses a series of feedback cycles that allow students to evaluate their performance and use the 
feedback to improve their learning. Technology-based tools, such as the AITS, provide 
formative feedback that assists in the self-evaluation and improvement of learning. Research has 
shown positive correlations among the self-regulation of student learning, their self-efficacy, 
and academic achievement (Agustiani, Cahyad, & Musa, 2016). However, literature regarding 
students’ attitudinal perceptions of technology seems to be limited according to the works of  
Liou and Kou (2014).  
Conclusion 
Currently, student achievement is modeled after a complex multi-variable equation, 
where the balance between these variables is critical to its success. The United States continues 
to lag behind many developed and developing countries in mathematics and science proficiency 
during an age when technology is reshaping the classrooms, not only with facilities and 
equipment, but also as a “new mindset of teaching through technology” (Blair, 2012, p. 10), 
which depends on an essential shift in the role of the teacher and the student. 
This literature review provided an examination of the current research surrounding the 
forms of timely intervention that have yielded positive results in classes across multiple 
demographics. However, the research fell short of portraying the combined perceptions, 
attitudes, behaviors, and self-efficacy of students and, in some cases, those of the teachers when 
technology becomes part of the teaching and learning process. As the U.S. Department of 
Education strives to find ways to address the continuing decline in student proficiency with new 
reform efforts, the teacher, who is central to the success of any reform effort, must remain 
flexible and be able to adapt quickly to this change (Christenbury, 2010). Finding the right blend 
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of technology and pedagogy in an era of standardized testing to help students succeed is a 
formidable task. 
Motivating students to learn is only part of the equation; helping to strengthen their 
belief and ability (self-efficacy) is critical to formulating a solution for future achievement. 
Chapter Three provides the framework and methodology to seek further understanding to the 
research questions and provide data to determine the impact of technology, especially AITS, on 
middle school students’ motivation and self-efficacy in mathematics through the observations 
and perceptions of mathematics teachers.  
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CHAPTER THREE 
METHODOLOGY 
According to a 2017 report from the Pew Research Center, a Washington, D.C. 
nonpartisan fact tank, “U.S. students continue to rank around the middle of the pack, and behind 
many other advanced industrial nations” (Desilver, 2017, para. 1) in both mathematics and 
science proficiency. For a student who wants to enroll in STEM-based degree programs in a 
post-secondary institution, prior mathematics preparation is a contributing factor in the level of 
achievement that one experiences, leading those who struggle to meet academic benchmarks to 
contemplate changing majors. Additional impact on students, due to their inadequate 
preparation in pre- and post-secondary education, includes adverse effects on their self-belief 
and motivation to persevere through the learning experience. 
Purpose of the Study 
The purpose of case study was to determine, through exploration and qualitative analysis, 
the impact AITS has on the behaviors, beliefs, and motivations of students to learn mathematics 
in a local charter middle school from the perspectives of the teachers. Creswell (2013) stated that 
a case study is an “in-depth exploration of a bounded system” (p. 476). This researcher chose the 
case study design because the study takes place in a real-world bounded system (i.e., a small 
charter middle school) within a defined timeframe (eight weeks) and with a select group of 
participants (mathematics teachers). According to Yin (2018), the case study approach also seeks 
to explain the “how” or the “why” of contemporary circumstances or phenomena. In the context 
of this study, the researcher explored what can be learned from the teachers’ perspectives, using 
the application of AITS in middle school mathematics classrooms, by applying an exploratory 
case study design using open-ended questions in the form of surveys and a focus group. 
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Research Questions and Design 
The following research questions were constructed to uncover rich data to formulate a 
story for expanding the current conversation regarding technology-based instructional 
interventions and their impact on student self-efficacy and motivation toward mathematics. The 
guiding question in this study was: 
• What instructional approaches to mathematics-based interventions do teachers believe 
impact middle school students’ affective domain for learning mathematics? 
The supporting questions in this study were: 
• What factors do mathematics teachers perceive affect middle school students’ 
motivation and self-belief to learn mathematics when incorporating adaptive intelligent 
tutorial intervention in a general education setting? 
• What factors do mathematics teachers perceive affect middle school students’ 
motivation and self-belief to learn mathematics when incorporating teacher-directed 
approaches to mathematics-based intervention in a general education setting? 
Chapter 3 includes the qualitative methodologies chosen to conduct this exploratory case 
study. Also provided are detailed descriptions of the study site, an overview of teacher 
participants, and their selection criteria. Subsequent sections outline the data collection 
instruments, a timeline for the study, the methods chosen for data analysis, participants’ rights, 
and potential limitations that might have existed within the study. 
Site Information 
The setting for this exploratory case study was a small charter middle school with a 
total population of 144 students, 12 teachers, 8 support staff, and 1 in-house administrator. 
The demographics, by race, for the student population show approximately 63% of the 
students as Caucasian, 17% Hispanic, 10% multi-racial, 7% African American, 2% Asian, 
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and 1% Native American. As an alternative measure of the socioeconomic makeup of the 
school, 51% of the students are eligible for the free or reduced-price lunch program, out of 
which, 38% are free-lunch eligible. Neither race nor socioeconomic background have a 
bearing on this study. 
This middle school is part of a two-school LEA, another designation for charter 
school districts, and is a feeder program for the high school. The middle school class 
structure is similar at every level, grades 6 through 8, which consist of 3 to 4 classes per 
grade with average class sizes between 12 to 16 students. As a requirement of their charter, 
the school maintains an inclusive classroom climate, which refers to a learning environment 
where all students belong regardless of their identity, learning style, or level of education, 
and are supported both academically and intellectually (“Inclusive classroom climate,” 2018). 
Combining this climate with the small classroom structure provided an ideal environment for 
this research study, allowing the participating teachers to evaluate each class individually. 
As a feeder for the high school, the middle school fosters a culture of consistency that 
provides a seamless transition for students going into high school. As a “culture of consistency,” 
the charter middle school has a better handle on the course sequencing and assessment of student 
needs prior to entering the ninth grade, especially in mathematics. 
According to the Rhode Island League of Charter Schools, the value of the entrance 
lottery is to provide a transparent process “open to all students, including many from low 
income, diverse communities” (Rhode Island Charter Schools, 2018, para. 2). One restriction to 
this process is a charter school’s inability to request and review students’ prior ability or 
grade status until they are selected. In past years, students’ mathematics ability was a 
problem, with 21% of the school students meeting proficiency. Today, the middle school 
has shown a decline in scores with only 15-19% of the students attaining the mathematics 
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proficiency standard. With mathematics proficiency serving as one of the key indicators for 
a healthy and prosperous school, this research is timely. The researcher received support for 
this investigation from the superintendent, school principal, and the current president of the 
board of trustees. 
Participants/Sample 
The participants of the study consisted of state-certified, middle school mathematics 
teachers (n = 5) who hold a secondary grades mathematics teacher certification to teach middle 
school mathematics. Aside from the state certification, selection criteria of these teachers include 
their willingness to participate in the pre-survey, acclimation, and study phases of this research; 
teaching or supporting mathematics classes in the sixth, seventh, eighth, and ninth grade; and 
their preparedness to incorporate the AITS in their classroom for the duration of the study. 
Included in the study is one ninth grade transitional math class totaling 23 students; this brings 
the total population engaged in the study to 167 students. All prospective participants received an 
informational letter that outlined the study, the research questions, and the data collection 
methods with assurances that all information would be kept secure. Invitations to the study 
(Appendix B) were sent to the appropriate participating individuals via school emails. 
Pre-Survey Phase 
The pre-survey phase was a one-week period that provided the participating teachers time 
to access and complete the first online survey (Appendix D) for the study. All surveys were 
created using Google Forms, and an access link was provided to potential participants via the 
school email system. Informed Consent (Appendix C) was included on the first page of the 
survey along with a checkbox that participants needed to select to proceed. The pre-survey 
consisted of 18 open-ended questions and took approximately 45-60 minutes to complete. The 
goal of this survey was to gather data regarding teachers’ perceptions of students’ motivations 
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and self-beliefs concerning learning mathematics when incorporating teacher-directed 
approaches to mathematics-based intervention in a general education setting. This pre-survey 
phase overlapped the acclimation period by a few days to conserve time. 
Acclimation Phase 
The acclimation phase was a two-week preparation period for the participating teachers. 
During this phase, the teachers were introduced to the AITS via access to self-paced 
professional development videos offered at no cost from the ASSISTments website. These 
short, self-paced videos cover topics that include basic site navigation, creating classes and 
organizing assignments, and easy to use tools for the integration and support of the AITS 
software. The acclimation period also allowed teachers to introduce the AITS to the students 
through introductory assignments. This acclimation period provided the teachers with a 
transparent and seamless transition once the study began, and the student population began 
using the online program for daily problem solving. 
Study Phase 
The study phase took five weeks. During the first four weeks of this phase, teachers 
implemented AITS online applications in all of their mathematics classes. The teachers observed 
the behaviors, attitudes, engagement, and motivations of the students as they worked through the 
mathematics assignments each day of the study. The fifth week provided the teachers access to 
the online post-survey (Appendix E), which focused on the observations of the classroom, 
concerning the motivation and self-belief of middle school students’ learning mathematics when 
incorporating AITS intervention in a general education setting. Similar to the pre-survey, the 
post-survey, also created in Google Forms, consisted of 17 open-ended questions and took 
approximately 45-60 minutes to complete. Upon the completion of the post-surveys, willing 
participants were provided access to the Focus Group Consent and Sign-up form (Appendix F). 
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Those who filled out the form agreed to participate in the focus group discussions. The voluntary 
follow-up focus group took place during the week following the in-class study phase period and 
took 45 minutes to complete. The data gathered in the focus group helped the researcher better 
understand the teacher’s opinions, feelings, and viewpoints of the study and the AITS, which did 
not surface in any of the other qualitative data collection methods. 
Instrumentation and Data Collection 
The goal of this exploratory case study was to determine, through data collection 
methods, the impact of AITS on students’ motivation and self-efficacy for learning and 
achieving in mathematics. The qualitative data sources included teacher pre- and post online 
surveys focused on their observations and perspectives of students’ abilities, engagement, and 
motivations in their mathematics classes and a follow-up focus group. 
The pre-survey (Appendix D) was provided via online through Google Forms and was 
available to the participants for one week. The goal of this pre-survey was to collect baseline 
data from the perspective of teachers on current student behavior, ability, and motivation
/engagement in mathematics classes with teacher-directed intervention. Also provided via 
Google Forms and made available to all participants for one week, the post-survey (Appendix 
E) utilized a similar design of questions to gather data from the teachers’ perspectives on 
students’ behavior, ability, and motivation/engagement after the five-week immersion in 
mathematics classrooms with the AITS. The questions for both surveys were open-ended to 
provide rich qualitative data. Because self-efficacy is a construct of motivation (Bandura, 1977, 
1986, 1997), care was taken to reduce redundancy during question development. 
The final data collection method, a follow-up focus group (Appendix G), took place two 
days after the post-surveys were completed. The focus group consisted of mathematics teachers 
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who volunteered to be part of the final data collection process. The focus group helped to gather 
additional data on the teachers’ perspectives of student learning and the value of the AITS in 
their understanding of mathematical concepts. The use of focus groups is a valuable tool and has 
the potential to generate data that may not surface in other qualitative methodologies (Williams 
& Katz, 2001). According to Krueger and Casey (2015), focus groups are used to gather opinions 
from participants and to understand better “how people feel or think about an issue, idea, product 
or service” (p. 2). The focus group design followed an adapted version of a focus group protocol 
outlined in Focus Groups: A Practical guide for applied research (Krueger & Casey, 2015). All 
focus group questions were open-ended, and the session took place at the middle school at the 
request of the teachers. The focus group session took 60 minutes to complete, was recorded 
using an iPad, and uploaded to an online audio transcription service called REV. The participants 
were informed that all data collected would be secured and handled at the highest levels of 
confidentiality. Once the transcriptions (both electronic and hardcopies) were completed and 
returned, they were shared via email with the participating teachers for member checking to 
validate the accuracy of the findings. 
All recorded data are stored digitally on the researcher’s partitioned and encrypted flash 
drive using VeraCrypt. VeraCrypt is a USB drive application that provides secure password-
protected storage. Along with the secured flash drive, all hardcopy documents will continue to be 
stored offsite in a locked file cabinet for one year after the study is completed. 
Analysis 
Implementing a qualitative case study approach comes with critical decisions in the 
design and analysis of the study. Based on this supposition, this study’s design leaned toward 
exploratory qualitative data collection and analysis methods grounded in the best practices 
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associated with a qualitative methodology. These methods included the identification of broad 
themes and patterns through thematic coding of the qualitative surveys and the focus groups. 
Creswell (2013) stated that coding is a process that categorizes ideas from the transcripts and 
labels them to create a framework of themes. These themes guided a rich conversation, as this 
research helped to “generate knowledge grounded in human experience” (Sandelowski, as cited 
by Nowell, Norris, White, & Moules, 2017, p. 1) as well as capture their perspectives of the 
classroom, student behavior, and ability. 
According to Saldaña (2016), the number of coding methods can vary from one study to 
another, and the researcher decides to select the appropriate number of coding techniques to 
capture the complexities of the phenomena in a study. The specific coding methods chosen must 
align with the answers one seeks from one’s research question (Saldaña, 2016). For the pre-post 
survey and focus group response analysis, this researcher applied exploratory methods, which 
served as the initial assignments of codes or themes as part of the open-ended question 
investigation (Saldaña, 2016). Creswell (2013) stated that open-ended questions have 
considerable drawbacks in coding and analysis and require significant time to categorize the 
responses into appropriate themes. According to Saldaña (2016), “Coding is not a precise 
science; it is primarily an interpretive act. Also be aware that a code can sometimes summarize, 
distill, or condense data, not simply reduce them” (p. 5). These preliminary codes/themes 
provided the foundation for refined second cycle coding methods, such as focused coding to 
search for the most frequent or significant themes or codes in the data (Saldaña, 2016). 
The data collection methods selected for this study included an online pre-post survey 
and a follow-up voluntary focus group. For the pre-post survey and focus group response 
analysis, this researcher applied open hand-coding methods to subdivide the data into first level 
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concepts and created a codebook of initial code assignments from the open-ended questions. For 
second level coding, this researcher used NVivo, a computer software package designed to assist 
qualitative researchers working with rich text-based information and analysis tools to help 
generate code assignments into specific themes or categories. In conjunction with NVivo 
software, this researcher also used a second round of hand coding to verify codes and theme 
selections. This process helped this researcher to identify and reinforce the essential components 
for the development of a data table to organize and explain the results. 
Participant Rights 
This study was strictly voluntary, and the rights of all participants were clearly stated in 
the informed consent document located on the first page of the pre-survey. The informed 
consent document included the description of the data collection methods for the study that 
consisted of a pre-post survey and a voluntary follow-up focus group. All participants 
maintained the right to withdraw from the study at any time at no risk to the individual(s). The 
rights of privacy and confidentiality were in place to protect all participants in the study. All 
information collected that was not held anonymous, such as names or personal identifiers, was 
meticulously cleaned from the data. Any personal identifiers that remained became classified as 
a “need to know” standard. Names of teachers who participated in the focus group were kept 
confidential or coded with an alias where applicable. These coded-alias reference sheets are 
stored in a locked file cabinet in a location offsite of the study. 
Transcripts of the teacher surveys and focus group feedback were shared with the 
teacher participants as part of the continuous member checking process. After the data 
collection, data analysis, and member checking processes were completed, and all hardcopy
/electronic transcripts, coded aliases, and numbered reference sheets were securely stored in a 
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locked file cabinet following the agreed-upon security protocol. These electronic and hardcopy 
documents will remain secured for one year after the study concludes and will be destroyed by a 
secure shredding service immediately after the one-year timeframe. All digital files, including 
audio, are secured by encrypted passwords and disposed of following the National Institute of 
Standards and Technology 800-88r1(NIST) guidelines for media sanitization (Kissel, 
Regenscheid, Scholl, & Stine, 2014). 
Limitations of Research Design 
Potential limitations did exist within this study. The most obvious was the small teacher 
sample population of less than or equal to five participants. There may be concern about bias 
from the administration since this researcher was part of the board of trustees for many years. 
This researcher did not have direct authority, a supervisory role, or hold a position of evaluation 
over the participants of the study. The researcher maintained an open and continuous member 
checking process as a way to minimize any potential effect of personal bias and conflict of 
interest. Another limitation may be the length of the study, designed for less than a two-month 
duration, a time constraint that may also have had a negative impact on the level of student and 
teacher comfort with the AITS, even with an acclimation period included in the process. 
Another significant limitation to this study is the lack of assessment of the effectiveness 
of the AITS on student mathematics proficiency along with the impact on variables such as 
gender, math anxiety, socioeconomic status, and race. It is the hope of this researcher that the 
data collected in this study will generate interest from other researchers to link AITS 
applications to student mathematics ability and all variables that influence students’ 
mathematics proficiency. 
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Conclusion 
As previously stated, this exploratory case study sought to document the impact of 
adaptive intelligent tutorials on middle school mathematics students and the basis of the 
discussion focused on the perspectives of their mathematics teachers. The data collection 
methods employed helped to gather data at different stages of the study to uncover any 
subtleties in the information that might have appeared over time. The analysis investigated, 
compared, and interpreted any subtleties to develop clear patterns, codes, and themes in the 
data. The following chapter presents, in detail, these findings in a logical and organized manner. 
Chapter Four summarizes the purpose of the study with research questions, the processes used 
for survey distribution and the follow-up focus group, the description, and roles of the 
participants, the pre-post survey and focus group data analysis, and the presentation and 
summary of the findings. 
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CHAPTER 4 
RESULTS 
The purpose of this exploratory case study was to determine if an adaptive intelligent 
tutorial, such as ASSISTments, had a differential impact on middle school student motivation, 
engagement, and self-beliefs for learning mathematics. The data collected and analyzed were 
from the perspectives of mathematics teachers to uncover whether differences existed between 
the use of adaptive intelligent tutorials and teacher-directed approaches in their classes. This 
chapter presents the analysis and synthesis of data collected, from three data sources, in 
response to research questions that guided this investigation. The primary question was: 
• What instructional approaches to mathematics-based interventions do teachers believe 
impact middle school students’ affective domain for learning mathematics? 
The supporting questions were: 
• What factors do mathematics teachers perceive affect middle school students’ motivation 
and self-belief to learn mathematics when incorporating an adaptive intelligent tutorial 
intervention in a general education setting? 
• What factors do mathematics teachers perceive affect middle school students’ motivation 
and self-belief to learn mathematics when incorporating teacher-directed approaches to 
mathematics-based intervention in a general education setting? 
The three data sources in this study included a pre-survey, a post-survey, and a focus group. 
Table 1 further outlines the specific sources of data related to the research questions and the 
areas of interest that were under investigation. 
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Table 1 
Research Questions and Data Sources  
Research Questions Interest areas Data Source 
RQ1: What instructional approaches to mathematics-based 
interventions do teachers believe impact middle school 
students’ affective domain for learning mathematics? 
 
Focus group questions 
Formative feedback 3, 6 
Motivation and engagement 1, 4, 5 
Self-regulation 1, 4 
Self-efficacy 1, 4 
Instructional approaches 2, 3 
RQ2: What factors do mathematics teachers perceive affect 
middle school students’ motivation and self-belief to learn 
mathematics when incorporating adaptive intelligent tutorial 
intervention in a general education setting? 
 
Post-survey questions 
General questions 1-6 
Motivation and engagement 7-11 
Self-efficacy 12-14 
Self-regulation 15-17 
RQ3: What factors do mathematics teachers perceive affect 
middle school students’ motivation and self-belief to learn 
mathematics when incorporating teacher-directed approaches 
to mathematics-based intervention in a general education 
setting? 
 Pre-survey questions 
General questions 1-5 
Motivation and engagement 6-12 
Self-efficacy 13-15 
Self-regulation 16-18 
 
The first data source, the pre-survey, consisted of 18 open-ended questions organized 
under 4 areas of interest; motivation, engagement, self-efficacy, and self-regulation; to aid in the 
organization of the analysis. The pre-survey was administered to five participating mathematics 
teachers. The distribution of the 5 mathematics teachers, as outlined in Table 2, included one for 
sixth-grade level, one for seventh-grade level, 2 for eighth-grade level, and one for ninth-grade 
level mathematics covering 10 sections and encompassing 167 students. As described in 
research question 3, the pre-survey was designed to gather information regarding teachers’ 
perspectives related to teacher-directed approaches to mathematics instruction in the middle 
school environment. 
The second data source, the post-survey, consisted of 17 open-ended questions 
structured around the same 4 interest areas employed in the pre-survey and same student 
population. However, as evident in research question 2, the post-survey design focused on 
gathering information from the teachers’ perspectives regarding their use of the adaptive 
intelligent tutorial in the middle school and ninth grade transitional mathematics classes. The 
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post-survey was accessible to the teachers after a 10-day acclimation phase, where teachers 
were provided free training videos about the use of the online AITS system and a 4-week 
application (study) phase in the classrooms. 
The final data source, the focus group discussions, consisted of six open-ended questions 
administered to the participating middle school and transitional mathematics teachers in a semi-
structured approach to help probe into the conversation in greater depth. As described in 
research question one, the purpose of the focus group was to gain a comprehensive 
understanding of the case study and collect data not revealed in the earlier data collection 
approaches and to gather information on the broader impact of AITS on the students’ affective 
domain. 
Survey Distribution Process and Focus Group Follow-up 
The data collection methods included pre-post surveys along with a voluntary follow-up 
focus group. To maintain consistency in the distribution process for the surveys, Google Forms 
were used to develop and distribute both surveys. The pre-survey distribution process began 
with an informational letter (Appendix B) emailed to each participant via the charter middle 
school email system. The informational letter provided the study outline, research questions, and 
pertinent details of the study. One week after the participant information letter was sent out, this 
researcher forwarded the Google Form link that gave all participants individual access to the 
informed consent and the pre-survey if they opted to participate. Researcher contact information 
was provided in the informational letter and informed consent in case there were access 
problems or questions about the process. The pre-survey was open for one week with an 
additional three days added due to technical problems with Google Forms. During the pre-
survey open-access period, two additional reminder emails were sent to the participants. The 
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participation rate for the pre-survey was 100% with teacher perception data collected from 10 of 
10 classes. 
During the fourth week of the in-class phase of the study, the post-survey was accessible 
for one week through Google Forms. Access information was provided to all participants 
through a secure, Internet-based link, accessible only to the participants via their personal school 
email addresses. This access information directed the participants to the Google Form site and 
informed them about the follow-up Focus Group Consent and Sign-up form at the end of the 
post-survey. The response rate for the post-survey was 90%, with 9 of 10 surveys returned. All 
pre-post survey data collection was through the Google Form site and stored as tabulated data in 
files formatted as comma-separated values. This researcher downloaded the tabulated data file 
to his password-protected laptop as a Microsoft Excel file. The Microsoft Excel file format 
made it easier to upload into NVivo for additional coding purposes. 
The focus group discussion of the study took place two days after the close of the post-
survey. All participating teachers filled out the consent form (Appendix C) attached to the end 
of the post-survey. By filling out the consent form, the participating teachers agreed to be part of 
the focus group discussion. At the end of the consent form, each participating teacher was asked 
his or her preference of location for the focus group. Three of five participating teachers 
requested the focus group to be held in a charter middle school classroom for their convenience. 
The audio data from the discussions were captured using a password-protected iPad and laptop. 
This researcher utilized the laptop as a contingency back-up device in case any technical 
problems arose. 
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Description and Role of Participants 
The participants for this study consisted of both female and male teachers with varying 
levels of teaching experience. Table 2 provides a breakdown of their professional roles, teaching 
experience, instructional approaches, and the number of mathematics classes they taught during 
the study. Based on the confidentiality afforded to the teachers by this researcher at the onset of 
this study, aliases were randomly assigned to the participating teachers. All other data used in 
Table 2 were collected from the “General Questions” section of the pre-survey (Appendix D). 
Table 2 
Teacher Demographics and Instructional Approaches 
Teacher 
alias Gender Age 
Years of 
teaching 
Math 
grade Instructional approaches # Classes 
Jane Female 37 15 sixth Direct Instruction/individual work 3 
Jody Female 27 3 seventh Direct instruction/group work 3 
Joseph Male 29 4 eighth Small groups/think-pair-share 1 
Dawn Female 27 2 eighth Direct instruction/group work 2 
Sharon Female 45 1 ninth Direct instruction/modeling/practice 1 
 
Jane taught sixth-grade mathematics. She had 15 years of teaching experience with 4 
years at this charter middle school. During the study, the mathematics topics covered in her 
class included integers and graphing on the coordinate plane. Her preferred instructional 
approaches included direct instruction with minimal time for students to work alone. 
Jody taught seventh-grade mathematics. She had three years of teaching experience, all 
at the charter middle school. During the study, the mathematics topics covered in her class 
included ratio/proportional relationships. Her preferred instructional approaches included direct 
instruction, cooperative learning groups, and modeling approaches. 
Joseph taught eighth-grade mathematics. He had four years of teaching experience all at 
the charter middle school. During the study, the mathematics topics covered in his class 
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included algebra and linear equations. His preferred instructional approaches included group 
work, individual work, and multi-tiered instruction. 
Dawn taught eighth-grade mathematics. She had been teaching for two years at the 
middle school. During the study, the mathematics topics covered in her class included algebra 
and solving and graphing linear equations. Her preferred instructional approaches included 
direct instruction, goal setting, and cooperative learning. 
Sharon taught eighth to ninth transitional mathematics. She had one year of teaching 
experience at the middle/high school. During the study, the mathematics topics covered in her 
class included understanding functions and system of equations. Her preferred instructional 
approaches included direct instruction, modeling, student practice, and formative assessment. 
Analysis Method 
The analysis of the qualitative data collected was framed around the hypothesis that the 
classroom context (teacher-directed or AITS) that provides definite levels of feedback to 
encouraging students’ self-regulation had a positive influence on student motivation, student 
engagement, and student self-belief in their ability. The objective of this research was to identify 
similarities and differences relevant to the three research questions. The following section 
discusses each data collection method and the coding processes that led to the analysis. Before 
the analysis began, the participating teachers were asked to validate their responses as part of 
the member checking process. The collected data from the pre-post surveys and focus group 
were forwarded to the participating teachers via their personal school email addresses. The 
member checking process resulted in 90% of the interviewees responding to confirm they had 
reviewed the text of the transcripts. 
  
56 
 
Pre-Post Survey 
The pre-survey produced teacher perspective data from all 10 classes investigated for a 
100% response rate. The post-survey produced teacher perspective data from 9 of 10 classes 
studied for a response rate of 90%. The pre-post surveys were analyzed separately, and this 
researcher maintained consistency in the steps of analysis. These steps included reviewing and 
grouping the survey by individual teacher responses. Because of the small sample size (n = 5), 
this researcher utilized first round exploratory coding analysis by hand. For each group of 
teacher responses, codes were assigned to pieces of data in a line-by-line analysis to develop a 
preliminary codebook for each participant. 
All codebooks were uploaded into NVivo and the second round of coding helped the 
researcher identify associated and redundant codes. These codes were categorized and 
consistent themes began to appear from the analysis of the data. The design of the surveys 
focused on three areas of interest: student motivation and engagement, student self-efficacy 
(self-belief), and student self-regulation. In the analysis of all surveys, these areas of interest 
became prominent, validated themes throughout the study. Participant responses also produced a 
subcategory of codes that provided additional subthemes based on the participants’ 
interpretations of the questions, their perspectives of the classroom, and their experience. 
Focus Group 
The final part of this exploratory case study included a single focus group. Based on the 
data collected from the Focus Group Consent and Sign-up form, the focus group was held in a 
classroom at the study site. This researcher chose to hand code the transcripts and use open 
coding as the initial phase of the qualitative data analysis. At the beginning of the hand coding 
analysis, the questions and associated answers were separated and analyzed line by line to 
identify coding patterns such as differences in opinions, similarities in responses, or whether 
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connections existed between concepts discussed. The transcription was upload into NVivo with 
the established codebook and analyzed a second time holistically to identify any 
interconnections or overlap between all questions and answers that needed further analysis. All 
codes defined in the analysis of the focus group transcription were grouped into categories that 
established themes and subthemes. 
As a final validation, this researcher triangulated the data by comparing the participants’ 
responses to each collection method to each other one. The triangulation process enabled the 
researcher to uncover evidence of similar themes across the different data sources (Creswell, 
2013). From the analysis of all three collection instruments, pre-post surveys, and the focus 
group discussion transcriptions, common themes were identified with regard to the areas of 
interest, student motivation and engagement, student self-belief, and student self-regulation. 
Each data collection instrument produced variations (subthemes) based on the classroom 
approaches used by the participating teachers at the specific intervals of the study, teacher-
directed and the adapted intelligent tutorial approaches. The following section is the 
presentation of these results. 
Presentation of Findings 
For the presentation of the findings, the results were homogeneously grouped by the 
data collection methods for ease of comparison. The results were extrapolated from each 
participant’s responses. A broader, more holistic explanation of the results follows in this 
chapter. 
Pre-Survey Results 
The participants of the study were presented with 18 pre-survey questions, as 
indicated in Appendix D, “Pre-Survey.” The questions asked in the pre-survey addressed 
RQ3 and the associated areas of interest, student motivation and engagement, student self-
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belief, and student self-regulation from the perspectives of teacher-directed approaches in a 
general education setting. The coding process for the pre-survey produced three primary 
themes, and the findings are summarized with examples from the participating teachers to 
illustrate the results. Table 3 outlines the areas of interest delineated in RQ3, the related 
themes and subthemes, along with the frequencies of the subthemes that were identified from 
the pre-survey coding. 
Table 3 
Themes and Subthemes—Pre-Survey  
Interest Areas Primary Themes Subthemes Frequency 
Student motivation 
and engagement 
The importance of instructional 
approaches and class culture 
Teacher encouragement and 
support 
10 
    Group work 9 
    Incentive program/goal setting 8 
Student self-belief Varying student ability and confidence Lack of knowledge and ability 10 
    Low tolerance for tasks 7 
    Peer pressure/class behavior 5 
Student self-
regulation 
Importance of feedback, goal setting, 
and time 
Teacher and student feedback 10 
  Time constraints 10 
    Goal setting 8 
 
Theme 1 (Pre-Survey): The Importance of Instructional Approaches and Class Culture 
The most frequently occurring theme in the responses to the pre-survey was: the 
importance of instructional approaches and class culture. The findings clearly show that the 
classroom context, the way teachers manage their classroom daily, establishing the best 
instructional approaches, and the overall culture of the classroom do influence the 
engagement and motivation of the students. 
Jane 
Jane’s teacher-directed approaches, according to her pre-survey response, included direct 
instruction with the group and individual work. Her students’ motivation was consistently high 
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but she reported that a large part of her classes’ positive motivation was driven by real 
incentives. Jane explained: 
Motivation needs to be encouraged by the teacher, and the teacher needs to build a class 
culture that has high expectations but celebrates success. However, for her sixth-grade 
classes, success is motivated by tangible rewards, such as school-wide incentives and 
raffle prizes. 
In response to the questions regarding student engagement, Jane stated that her students became 
discouraged with mathematics. Their level of engagement varied with the topics covered and 
how she, as a teacher, approached the topics in the classroom and the amount of support and 
encouragement she can provide based on available time. 
Jody 
Jody’s responses to the pre-survey questions provided insight into the motivation and 
engagement of her seventh-grade classes. Jody articulated her belief that, “Positive classroom 
culture provides a solid foundation for all her students, even if the students are ready to learn or 
not.” She saw motivation and engagement as a balance between what was being taught and the 
choices she provided students. Jody experienced days when students were not engaged at all, 
and days when they were engaged 100%. Jody stated: 
Students are more engaged in their work when she utilizes group work approaches but 
finds it difficult to maintain this instructional approach across different mathematical 
topics. Each topic presents different challenges that require different approaches and 
levels of support to the students. 
Jody saw value in being flexible in her classroom approaches, especially when students’ 
engagement and motivation started to diminish. 
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Joseph 
Joseph’s algebra class provided different challenges. His pre-survey responses showed 
that more than 50% of his students had a disdain for mathematics, so choosing the right 
instructional approach and amount of support was essential to providing a balance in the 
classroom for the varying levels of ability. According to Joseph, school-wide incentives had 
little impact on his students’ motivation and engagement. From his professional experience, 
providing a classroom culture that enabled students to feel comfortable and supported 
stimulated greater engagement and motivation. 
Dawn 
Dawn’s pre-survey responses provided evidence that a classroom culture that had a 
supportive structure and appropriate instructional approaches had a more significant impact on 
the motivation and engagement of her students. Dawn’s students were less motivated by 
tangible rewards provided by the school’s incentive programs. Dawn stressed that her students’ 
motivation and engagement came from their personal goals of wanting to graduate into ninth 
grade. Dawn had structured her approaches around less direct instruction and more group work, 
practice, and learning from each other, seeing the social connection as an essential part of her 
class culture. The group work with peer feedback had a positive impact on students’ motivation 
and engagement over direct and individual approaches. 
Sharon 
Sharon taught ninth grade transitional mathematics, which included both students who 
transitioned from the charter middle school and students from other districts transitioning into 
the charter high school. Sharon stated: 
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My classroom approach is essential at this level, especially since my classroom has three 
distinct pathways of students, those who are highly motivated, students who have 
varying degrees of engagement and motivation, and those students that have a disdain 
for mathematics and show low motivation and engagement for learning. 
Sharon described her need to maintain a level of consistency in both teacher support and 
instructional approaches that met the students’ needs. The selection of the right instructional 
strategies, such as; think-share-pair, group work, or one-on-one instruction, had positive results, 
even with students who were only motivated by grades. 
Theme 2 (Pre-Survey): Varying Student Ability and Confidence 
The second theme from the pre-survey was: varying student ability and confidence. This 
theme was defined by the teachers’ perceptions of the varying levels of student ability on 
students’ confidence and their behavior in the classroom. What made this theme thought 
provoking was its link to the foundational understanding of the dynamics of student self-belief; 
students’ need to be confident in their ability to succeed. 
Jane 
Jane articulated that the level of ability of her students had a direct impact on their 
confidence, their motivation and engagement and, at times, she identified a lack of fact fluency 
and number sense in mathematics as the main culprits for many of her students’ lack of 
confidence and lack of focus on current mathematical topics. Jane added that her students with 
low self-confidence were affected by passive peer pressure. When students who struggled saw 
other students doing their work, they shied away from drawing attention to themselves by 
pretending to understand, which negatively influenced the students’ confidence and their ability 
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to ask for help. Jane provided insight into the value of identifying this student behavior and 
being proactive in delivering increased teacher support and feedback. 
Jody 
Jody’s perspectives provided a further understanding of the connections between 
students’ confidence, self-belief, and the level of mathematical ability. Jody shared that 
students’ ability or inability manifested itself when working alone. She stated: 
When students look around and see their classmates working intensely, but they do not 
know the material very well, they pretend that they understand it. They tend to move their 
pencil around their paper, so as not to draw attention to themselves. In the end, choosing 
not to raise their hand for help. 
The best approach for students with low confidence and ability was allowing them to work 
together. Students enjoyed the group work and displayed positive attitudes in group work, helping 
each other learn. 
Joseph 
Joseph clearly articulated that his students were driven by their desire to succeed but lost 
their confidence when faced with challenging tasks. His instructional approach was to provide 
his students choice in how they would like to do their work. In his discussion of students’ level 
of confidence in relationship to their ability, Joseph noted: 
Students with higher ability are confident to work alone. But those students who lacked 
an understanding in the concepts struggled to work alone and sat quietly without 
accomplishing the task at hand, never seeking out help. 
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Joseph’s responses showed that most students innately struggled with algebra, but those who 
understood a given task were engaged. Those who did not understand the concepts lacked the 
motivation to finish the work. 
Dawn 
Dawn described her students’ confidence in their ability as 50/50. Some of her students 
saw mathematics as critical to their future and had strong self-beliefs in their ability. Others went 
through the motions because their parents expected passing grades. Lack of mastery of prior 
middle school mathematics standards complicated the classroom and reduced the amount of 
time; Dawn had to provide equity in helping those with varying needs. Based on her pre-survey 
responses, it was evident that Dawn was a firm believer that the best approach to help her 
students with low confidence and ability levels was daily encouragement. 
Sharon 
From Sharon’s perspective, confidence and ability worked hand in hand. According to 
her responses, her ninth-grade transitional mathematics class was divided into three tiers. Those 
with good ability had greater confidence and did well working alone. Those with moderate 
confidence tended to be unmotivated and needed continual redirection to accomplish their tasks 
while those students with the lowest level of confidence and ability required continual feedback 
on her part to maintain their focus on practicing their skills. Both the middle level and lower 
level worked well in groups but needed continual validation. Sharon shared: 
There are always clarifying questions as they work through the worksheets, asking for 
direction. Students with higher-needs look for validation on every other problem, while 
others ask for no help, even though their results show that they could have used some. 
According to Sharon’s responses, students who were struggling placed more demands on her 
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time, and when validation or support was not available, the students disengaged from the lessons. 
Theme 3 (Pre-Survey): The Importance of Feedback and Time 
From the teachers’ perspectives, drawn from the pre-surveys, the third theme, the 
importance of feedback and time, outlined the challenges that teachers faced providing equitable 
feedback to their students. As noted in the responses, the critical variable was lack of time. 
Jane 
Jane reported that she encouraged her students to make goals. Some students could set 
goals on their own, but others needed continual support and guidance. Jane shared: 
Students set goals and check on their progress; reflecting on their performance and 
providing feedback is often something I "run out of time" with. As an alternative, I have 
the better students grade their homework, a lot of times, and work with their neighbors 
regarding any questions they may have, as a form of constant feedback, when I am 
working with struggling students. 
According to Jane’s pre-survey responses, group work provided more time for her to do other 
things, but some of her students preferred always working alone. Those who did tended to need a 
lot of support and one-on-one attention. 
Jody 
According to Jody’s responses to the pre-survey, she liked to structure her classes around 
choices in the classroom. Most students tended to choose to work together in groups of two. The 
sharing of ideas was essential to the students. Moreover, group work enabled Jody to conserve 
time in the class by providing feedback to 8 pairs of students instead of 16 individual students. 
Joseph 
Joseph reported that feedback, from himself or student peers in work groups, was vital to 
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the students in his algebra class. He shared: 
When students do not understand a concept or lack the motivation to complete the work. I 
encourage them to feel free to seek out help (from a group member or me) or work on 
something else if they need a break from a current task. 
In a synopsis of his responses, Joseph’s classroom culture enabled students to feel comfortable in 
class and gather feedback in various ways to help them self-regulate to accomplish their goals. 
This approach of having choices for feedback saved him time to focus on other students. 
Dawn 
Dawn’s pre-survey responses showed that any feedback she gave her students helped 
regulate their learning, but providing consistent feedback took time. She stated: 
The curriculum is fast paced and demanding. Fifty minutes is not enough time to cover 
the material and provide feedback to the students. Students are not as committed to work 
outside the classroom, such as homework, because they get easily frustrated when they 
cannot get the answer on their own and become anxious waiting until they return to 
school. 
Group work was a staple in Dawn’s classes, and peer feedback had been helpful, but some 
students preferred to work alone and, at times, required additional guidance and feedback to stay 
focused. 
Sharon 
The responses that Sharon shared in her pre-survey showed that her time was split 
between three levels of student ability. Finding time to provide equity in support and feedback 
was a challenge. She encouraged her students to develop goals and stay focused on the tasks. 
Sharon added: 
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Learning can be different every day. I begin new skills with a direct instruction approach, 
and I model the skills the students need. After working through examples and strategies, I 
provide time for practicing the skills. I urge them to check the answer key, and then we 
can work through issues as they arise, and I can offer them some feedback, time 
permitting. It is at this point that students either take ownership or not. 
Sharon’s survey responses also provided this researcher with additional evidence that reinforced 
the fact that formative feedback, practice, and students’ ownership were the building blocks to 
students’ self-regulation. 
Post-Survey Results 
After the 4-week classroom study came to completion, the participating teachers were 
presented with 17 post-survey questions, as indicated in Appendix E, “Post-Survey.” The 
questions asked in the post-survey addressed RQ2 and the associated areas of interest: student 
motivation and engagement, student self-belief, and student self-regulation from the perspectives 
of the teachers implementing the AITS, in this study, ASSISTments was used in the general 
education setting. Only four teachers responded to the post-survey across nine classes. The 
coding process for the post-survey produced four primary themes, and the findings are 
summarized with examples from the participating teachers to illustrate the results. Table 4 
outlines the areas of interest delineated in RQ2, the related themes and subthemes, along with the 
frequencies of the subthemes that were identified from the post-survey coding. 
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Table 4 
Themes and Subthemes—Post-Survey  
Interest Areas Primary Themes Subtheme Frequency 
Student motivation and 
engagement 
Augmentation to learning Acclimation/confusion 9 
   Blended approaches 9 
   Excitement 8 
Student self-belief Varying student ability and confidence Lack of knowledge and ability 9 
   Self-paced 7 
   Instant practice 5 
Student self-regulation Importance of feedback and time Instant formative feedback 9 
   Time relief 6 
   Owning their work 5 
  Difficulties with the tool Level of comfort 8 
    Inconsistent support 7 
 
Theme 1(Post-Survey): Augmentation to Teaching and Learning 
From the analysis of the post-survey, theme 1, augmentation to teaching and 
learning, touches on the choices made to implement ASSISTments (AITS) by the 
participating mathematics teachers in their classrooms that had a more significant impact on 
their student engagement and motivation. 
Jane 
Jane’s post-survey perspectives revealed that the ASSISTments provided a consistent 
context, but required some adjustment of resources, posted for the sixth grade, in alignment to 
the district standards. Her sixth-grade students’ motivation waned a bit at the beginning of the 
ASSISTments implementation, and it took additional time to engage them fully. According to 
Jane, their motivation was triggered by the excitement of trying something new, especially using 
technology. She voiced concerns about the amount of time needed with different instructional 
approaches, citing: 
Students enjoy using technology but often showed less work when completing tasks 
online, impacting overall accuracy. Modeling of how to complete online work and 
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transfer skills is required more frequently than paper/pencil work but can be supported by 
other instructional approaches. 
Jane’s overall responses to her classroom approaches to teaching and how her students learned, 
showed that her sixth graders were very eager and motivated to work with anything on the 
computer, even before the in-class portion of the study began. 
Jody 
Jody’s post-survey responses shed light on specific adaptations that she needed to make 
to help students stay focused and engaged with the new software. Books that Jody preferred to 
use in the classroom were not adequately represented by ASSISTments, and additional 
preparation was required to meet the students’ needs with the topics she was covering. Jody 
noted that her students’ motivation and engagement experienced positive change, notably when, 
as she put it: 
Students can do their work at their own pace, which can relieve a lot of pressure because 
everybody is working on different tasks. In addition, when students own their work and 
are working at their own pace, they tend to do better and are remaining engaged and 
motivated. 
Furthermore, Jody’s post-survey responses outlined the need for blending instructional 
approaches, such as providing paper assignments alongside online tasks and allowing her 
students to work in small groups for peer support. 
Dawn 
The responses to the post-survey that Dawn provided highlighted the ease of 
implementation of the AITS and the available resources. She stated that her eighth graders were 
more motivated to learn online because her students were willing to try new things and were 
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comfortable using technology. According to Dawn’s responses, ASSISTments worked well 
when she augmented the online tutorial with pencil and paper assignments combined with group 
work. Dawn’s views on how to use ASSISTments effectively coincided with the responses of 
Jody. Both saw value in the use of blended or differentiated approaches to meet the needs of 
their students. 
Sharon 
Sharon’s post-survey responses described how the motivation of her students varied with 
the use of ASSISTments. She wrote: 
The group of high achievers with high levels of motivation remained high throughout the 
study. The second group, the bare minimum group, continued to be motivated to do just 
enough, and sometimes not even that. The third group, the group hovering around the 
passing mark, is the group I believe whose motivation did increase somewhat over the 
study as they now had the means to know they were getting immediate feedback, and the 
demand for my attention was less from other students. 
Sharon also maintained consistency in her instructional approaches that worked well for each 
level, but slowly expanded the role of ASSISTments throughout the study. Her responses 
indicated, that overall, there was slightly more engagement using the online tools, even for those 
students who tended to be, according to Sharon, the “just enough” group. 
Theme 2 (Post-Survey): Varying Student Ability and Confidence 
Theme 2, varying student ability and confidence, was a consistent theme between 
the pre- and post-surveys. ASSISTments did shift the confidence level for many of the 
students, but those with greater need lacked the confidence in working with the online tool. 
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Jane 
Jane shared in her post-survey responses that ASSISTments provided an opportunity for 
the students of all ability levels to work at their own pace and practice repeatedly. Jane 
mentioned: 
Their level of confidence was higher when the students got the right answer and received 
a green checkmark but were easily frustrated when they received a red “x” for an 
incorrect answer. Hints are available, but the response times were slow, either a product 
of the online tool or the school’s network. These issues made it a bit challenging for the 
students, influencing their level of confidence. 
Jane articulated that when issued occurred, she made a shift in the instructional approach by 
allowing them to master the problem with paper and pencil. They were then excited and 
confident to try it on the computer again. 
Jody 
Jody’s post-survey responses to student confidence and ability using ASSISTments 
provided a different perspective. She revealed: 
I had many students having many questions at the very beginning; they were curious, 
wondering about the tool. So, I could say, they lacked confidence because they were 
unaccustomed to using the online tool at the very beginning. But as we continued to use 
it, they were getting light bulb moments, oh okay that makes a little bit more sense. When 
they realized, okay, this is what happens if I get a question wrong, they became a little bit 
more comfortable and confident using the tool. 
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Some of Jody’s responses identified minor defects with some of the learning modules in 
ASSISTments. The defects interrupted the flow of the lesson and caused frustration among her 
students. 
Dawn 
Dawn’s post-survey responses showed the confidence level of her students 
correlated to their familiarity with the topics she was teaching at the start of the study. She 
indicated: 
The eighth-grade materials provided by ASSISTments were easier to implement because 
they aligned with the district materials, so students immediately became engaged with 
the assignment. Many of my students were excited about trying new things and felt 
comfortable about using this technology. 
Dawn’s responses included concerns about the layout of some of the lessons being too dull and 
lacking the flare to maintain students’ attention during long lesson times. 
Sharon 
According to Sharon’s responses, she saw a correlation between ASSISTments and the 
students’ level of ability. She explained: 
Her class is a mixed bag and likely depends on the different student personalities and 
ability. The students who worked hard before tended to be the ones who continued to 
work hard and benefited the most from using the platform. Those that needed validation 
continued to raise their hand. Students complained a great deal at the beginning, but as 
the study progressed and all students adapted to ASSISTments, there were fewer 
complaints about doing online assignments 
Sharon’s responses enlightened this researcher on the difficulties she faced with 
managing the varying levels of ability and engagement of her students. The high achievers 
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maintained their motivation and did well. The group that put in minimum effort became 
frustrated, and those will low ability continued to need her attention. 
Theme 3 (Post-Survey): The Importance of Feedback and Time 
Theme 3, the importance of feedback and time, resonated across both the pre- and post-
survey. The difference in the post-survey showed how the tool, ASSISTments, provided not just 
formative feedback to the student, but also gave teachers valuable time to provide students with 
different abilities more one-on-one help. 
Jane 
The sentiments of Jane’s responses regarding the feedback provided by the ASSISTments 
tool were mostly positive. She described the value of the feedback as the best part of the tutorial 
program, especially when blending it with traditional instructional approaches. She revealed: 
The balance between conventional instructional/traditional instructional approaches and 
then having that Internet-based program is important. It gives those students some 
satisfaction when they are doing some of their online work to have that instant 
gratification, that instant feedback, that reflection, and reassuring piece. 
Jane’s response also outlined how her time was refocused on smaller groups of students when 
the class utilized ASSISTments. 
Jody 
Jody’s responses echoed similar sentiments about the feedback portion of the 
ASSISTments tool. She saw value in this element, but when the students hit a snag, it would 
frustrate them. Allowing them to work it through with a partner on paper first reinforced their 
confidence and ability. When the students were engaged in the assignments online, she found it 
easier to move from students or groups to provide advice or support. 
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Dawn 
According to Dawn’s responses, her eighth-grade classes liked the instant feedback when 
they gave the correct answer but got frustrated when an answer was wrong. ASSISTments 
provided the students the opportunity to redo the question repeatedly, but they would become 
disengaged if they did not get the answers after two or three tries, requiring her to be very 
observant of the students’ progress. 
Sharon 
The sentiment of Sharon’s responses regarding the ASSISTments tool was a bit more 
negative than other teachers in the study. She regarded the feedback element of the tool valuable 
since it did provide her more time to work with her low-ability students. Sharon saw the need to 
maintain current instructional approaches of demonstrating the skill, working the problem 
together, and practicing. She believed that the tool had more benefit with her two top levels of 
students. She shared: 
There was an increase in student engagement when using a strategy that empowered them 
to use immediate feedback to improve their understanding and make corrections in the 
first two groups of students (those who are workers and very conscientious and those who 
struggle but try hard even though they are on the cusp). Even the third group of "doing 
the bare minimum" students put in perhaps a little more effort than usual for a couple of 
the assignments, but their efforts were not consistent enough to generalize the strategy or 
the novelty of using Chromebooks and ASSISTments regularly. 
Sharon preferred a differentiated approach in her instruction to provide students with the 
learning method that enabled them to be comfortable and confident in doing their assignments. 
She saw value in any feedback but maintaining consistency in the process took time. Timely 
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feedback, according to one of Sharon’s responses, “helps students embrace the productive 
struggle and grow in their approach to difficulties.” 
Theme 4 (Post-Survey): Difficulties with the Tool 
From the post-survey, theme 4, difficulties with the tool, outlined difficulties that the 
teachers faced with the implementation of the ASSISTments tool. The combined sentiments of 
the teachers from the responses were primarily positive. Issues did arise causing teachers to 
reassess their approaches to ASSISTments. The following is a summary of these concerns. 
Jane’s biggest concern was the lack of alignment of the course material and books she 
used with her sixth-grade classes and the ASSISTments tutorial. During the acclimation period, 
she needed to identify the best methods that would maintain a seamless transition from her 
current instructional approaches to the use of ASSISTments in the classroom. 
Jody and Dawn’s students found the ASSISTments tutorial a bit boring in comparison 
with other gaming/learning tools they used in the classroom before the study. Sharon thought 
that the ASSISTments tutorial took longer than the acclimation period to implement. 
Jane, Jody, Dawn, and Sharon all experienced latency issues with the online tutorial but 
did not know if it was directly related to the online tutorial or the school’s network. The latency 
issues caused students to become frustrated at times. All teachers believed that the study was too 
short and would have liked to implement the tool from the beginning of the year. 
Focus Group Results 
Four of five study participants agreed to be part of the voluntary focus group 
discussion. These participants were asked six predetermined questions, as indicated in 
Appendix G, “Focus Group Questions.” Because of the semi-structured approach used for 
the focus group, three additional probing questions were asked. The questions asked in the 
focus group addressed RQ1 regarding mathematics instructional interventions and the 
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impact on the students’ affective domain. A learning domain deals with students’ 
motivation, attitudes, values, and emotions and what teachers can do to help the student 
learn. The coding process for the focus group produced three primary themes and eight 
subthemes. The findings are summarized with examples from the participating teachers to 
illustrate the results. Table 5 presents the themes and subthemes from the coding analysis of the 
focus group discussion. 
Table 5 
Themes and Subthemes—Focus Group  
Primary Themes Subtheme 
Blended instructional approaches has greatest impact Practice and group work are important 
 Meeting the students’ needs 
 The power of pencil and paper 
Lack of ability is a barrier From challenges to comfort level 
 The honest effort 
Instant formative feedback brings overall satisfaction Increase confidence and self-regulation 
 Minimization of teacher time 
 
Theme 1 (Focus Group): The Right Approaches 
In the group-depth conversation of the focus group, the four participating teachers 
strongly agreed that understanding how to reach all levels of students in the classroom was 
important, but at times, challenging. Finding the best middle of the road approach produced 
the best results most of the time. The use of AITS brought value to the classroom, but not 
as a stand-alone tool. Early challenges caused frustrations, as Jane added: 
At first, it was a little challenging for them, so a few of them became frustrated because 
of the way the assignment was presented in ASSISTments, for the sixth-grade stuff. At 
times it didn't show any images on the screen so that I would give them an actual copy of 
the worksheet. A couple of my student would get stuck in the weeds; they would go to 
the worksheet, then the computer. 
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The charter middle school was a Chromebook school, so technology was part of their 
learning. The focus group discussion also revealed that the students could be creatures of habit, 
and the best way to introduce changes in teaching was slowly. Jody shared: 
As a seventh-grade teacher, you see their progression over time where it’s a lot of paper 
and pencil, and then we slowly integrate the technology. In my opinion, it’s a totally 
different skillset. So, they need to know how to master the math skill and then they are 
able to kind of translate that into the technology work. 
The focus group discussion uncovered patterns from this researcher’s interpretation. 
Being in a small school environment, all the teachers shared their best practices. Because of their 
interactions, one consistent theme came to the surface, the power of group work, even with the 
tutorial. Group work was that middle of the road approach that engaged and supported the 
varying levels of student ability. Jody articulated the sentiments of the teachers regarding the 
power of group work best: 
I noticed many of the students working well together. You'd think on a computer, that it's 
so isolated to do it themselves, but I'm noticing when I give them an assignment, they are 
willing to work with each other, especially when they weren't really sure about a lot of 
things. And so they formed a bond through learning this new platform, working through 
the challenges together. 
In a final analysis of this theme, there is clear evidence that the choices teachers made in the 
structure of their learning environments did affect students’ attitudes and motivation to learn. 
Theme 2 (Focus Group): Lack of Ability is a Barrier 
A second theme to come out of the focus group discussion was the levels of student 
ability across all classes, a theme that resonated across all data collection methods used in this 
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study. For all the teachers participating in this study, it was about providing the appropriate 
support structures to meet the needs of these students. Their only expectation of the students was 
for them to give it their best effort. Sharon stated: 
In my ninth-grade class, the high achievers demand less of my time. The middle group, 
with a little assistance along the way, did work more productively. The feedback element 
kept their motivation level up. The kids with the lowest ability struggled the most and got 
frustrated after the first attempt. I instructed them to try it at least three times and give it a 
reasonable, honest effort. By encouraging them to try this approach, I noticed them not 
calling me over every time; I took that as a self-confidence boost on their part. 
Stephen took a different perspective on the student ability discussion and thought that the 
tool had value, but as he put it: 
I think tools like this are useful, but the students have to all be at a certain point with their 
knowledge of a topic before the program is effective for instructional intervention. Yes, 
the students can work at their own pace, and instant feedback is helpful, but after 50 
minutes, the level of productivity is very different. This ties back to the need for mixed 
approaches to support the knowledge levels of the students. 
In the discussion, it was evident that each class observed in the study had groups of 
students that struggled with various instructional approaches. However, for the most part, the 
participating teachers saw an increase in the students’ confidence by the end of the study. 
Theme 3 (Focus Group): Instant Formative Feedback Brings Overall Satisfaction 
When discussing the value of students’ self-regulating their learning, all of the 
participating teachers stated that there were two important factors to keep in mind: time and 
feedback. As discussed in the focus group, the time element was truly a commodity for them. In 
  
78 
 
the planning of a 50-minute class, the teachers’ best intentions were to carve out a segment of 
class time for working one-on-one with their students, but in reality, time was fleeting. In many 
cases, students needed validation that they were doing well. Sharon provided this perspective: 
When students are struggling, there are more demands on me—far more questions from 
all the students seek out that feedback on a constant, almost monopolizing basis, 
sometimes looking for validation on every other problem. Their constant need takes me 
away from others in the classroom. 
During the focus group discussion, the participating teachers collectively agreed that the 
instant feedback element of the ASSISTments tool provided benefits to both the students and 
themselves. Aside from providing formative feedback to the students, it reduced their need for 
continual attention, freeing up valuable time for the teachers to help others. Jane mentioned: 
The students in my classes enjoyed instant feedback, and it did help motivate them more. 
They were able to self-monitor their progress and become more engaged in their work. I 
was able to notice that those that monitored their progress were feeling happier, and had 
positive attitudes, especially when they were getting stuff right. 
What was interesting about the focus group discussion was the participating teachers’ 
perspectives on peer feedback as an augmentation to the online tutorial. Jody stated: 
The instant feedback part was beneficial. It did allow them to self-regulate throughout 
their progression with ASSISTments. I also noticed many of the students, when 
somebody got a question wrong, working in groups, to help others understand the 
problems. Together self-regulating and taking the feedback for what it was. 
Collectively, the focus group believed that the tutorial provided additional time for one-
on-one support sessions. From their perspectives, all of these feedback approaches; teacher, peer, 
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and tutorial; provided value to the student by making them feel more confident with their 
assignments and helping them self-regulate their learning. 
Summary of the Findings 
The purpose of this qualitative case study was to describe teachers’ perceptions 
regarding the impact and differences of teacher-directed learning and AITS on students’ 
motivation and student self-belief for learning mathematics in the general education setting. 
This chapter provided the data analysis approaches, tables revealing the themes and subthemes, 
with the themes supported by quotes from the participating teachers. All of these components 
helped to organize the data to support the perspectives of middle school mathematics teachers, 
which showed that students’ motivation and self-belief were positively impacted by providing 
the best instructional approaches to meet the students’ needs and ability level and providing 
levels of feedback that could help students self-regulate their learning. 
From the perspectives of the teachers, the results of the pre-survey showed some minor 
differences in how students stayed motivated and engaged in their work. For the sixth graders, 
school-wide incentives and raffles had the most significant impact on their motivation. For 
grades 7 through 9, these tangible incentives had little bearing on the students’ motivation, but 
goal setting was more prominent. For all participating teachers, there was an overall consensus 
that class culture, the context of their classroom, and providing a supportive structure had 
positive influences on students’ motivation and engagement. It was clear that understanding the 
ability of all the students and providing the appropriate instructional approaches was paramount 
to students’ success. Differentiating the instructional approaches took time and needed 
additional levels of support. However, maintaining consistency in these approaches was 
hampered by lack of time to provide equitable feedback to all students. 
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The post-survey results varied a bit with the introduction of the AITS tool. After the 
participating teachers overcame the minor flaws in the product, they produced a classroom 
environment that allowed high and medium achievers to learn mathematics at their own pace. 
Blending different instructional approaches; such as one-on-one, group work, and pencil and 
paper with the tutorial, did increase students’ motivation and engagement. A significant benefit 
of the AITS approach over the teacher-directed approach was the instant feedback function of 
the AITS tool. There was a consensus between all participating teachers that the feedback 
function freed up valuable time for them to work with students who struggled with assignments 
or mathematics in general. 
The focus group results did substantiate various concepts that the participating teachers 
saw as best practices from teacher-directed and AITS approaches. The participating teachers 
were comfortable identifying instructional approaches that met the students’ needs. These 
approaches varied across the grade levels and classrooms but focused on meeting the students’ 
needs and motivating them to learn mathematics. In the investigation of teacher-directed 
approaches, students were more comfortable with the selected approaches because they were 
exposed to these ways of learning longer. While the AITS produced positive results in terms of 
engagement, self-regulation, and increased confidence in the students’ learning of mathematics, 
in the short timeframe of the study, it did not directly impact all student learners. The students of 
greater need still required the teachers’ time for one-on-one teacher support reducing their time 
working with the AITS tool. 
Chapter 5 provides a review of the research questions and a summary of the responses. It 
also presents the interpretation of the findings in alignment with the literature, along with the 
implications, and recommendations for actions and future studies. 
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CHAPTER 5 
CONCLUSION 
The study revealed insights into the use of an AITS, but also the importance of knowing 
what ancillary instructional approaches best met the needs of the students. Though the sampling 
population was small (n ≤ 5), the observed population of 167 students influenced the teachers’ 
responses to the pre-post survey and focus group discussion. These responses provided evidence 
of connections to the conceptual framework (Appendix A). Additionally, theoretical 
confirmation of these connections was indicated in the review of the literature in Chapter 2. For 
example, one of these connections was instructional approaches used by the teachers that 
provide consistent feedback, and the link to students’ self-regulation of their learning, and the 
strengthening of their confidence, motivation, and engagement in the learning process. The data 
from the participants’ perspectives supported the value of formative feedback, but many 
variables such as student ability, maintaining alignment with district standards, and most 
importantly, teachers’ time, can create barriers to this process. A key element of the adaptive 
intelligent tutorial instructional approach was the instant feedback feature, which did provide 
relief to teachers by gaining additional time for them to work with students of greater need. Due 
to the short duration of the study, under two months, it was inconclusive whether an extensive 
study across the full school year would have produced more in-depth results across all ability 
levels. 
This chapter discusses the findings and interpretations of the study, alignment to the 
literature and research questions, recommendation for action, and how these recommendations 
could stimulate broader conversations and future studies on the use of AITSs as an 
augmentation to students’ learning mathematics. This section wraps up with final thoughts. 
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Interpretation of the Findings 
The three research questions that guided this study are presented, along with the 
summaries of the responses from the perspectives of the teachers, collected, and analyzed in 
Chapter 4. For consistency, the research questions are presented in order of the data collection 
method linked to the research questions, as included in Table 1. 
RQ3: What factors do mathematics teachers perceive affect middle school students’ 
motivation and self-belief to learn mathematics when incorporating teacher-directed 
approaches to mathematics-based intervention in a general education setting? 
Two positive factors emerged from the findings of the participant responses to the pre-
survey, which are linked to RQ3. These factors include instructional approaches, student ability, 
teacher time constraints, and feedback. Based on a consensus across the respondents, one of 
these factors showed that providing a positive classroom culture, along with the appropriate 
instructional strategies that met the needs of the students, had a positive impact on student 
learning. The responses by the participating teachers on the importance of the classroom 
environment and instructional strategies to engage students in the learning process were 
consistent with the literature provided by Chang and Chang (2010), Donnely (2010), Kohn 
(2010), and Dhanda (2015), which showed that different students prefer different instructional 
approaches, especially if they increase students’ level of comfort, which in turn, has a positive 
effect on their motivation and engagement. 
The analysis uncovered a factor that was not a focus of the study but a concern to all 
participants—student ability. It was evident from the in-depth analysis of participant responses 
that student ability had a direct influence on what instructional approaches teachers used in the 
classroom to keep a student engaged and motivated. The results of this study reinforce Hattie’s 
(2012) comprehensive research related to the change agent mindsets that teachers need to grasp 
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by having the confidence to facilitate positive change in student learning by understanding the 
needs of their students. Hattie (2012) concurred with the work of Dweck (2010), which shows 
that the role of a teacher is to support and inspire students, along with using strategic teaching 
goals to provide deliberate interventions to assist with the students’ cognitive change. 
Providing feedback to students became a concern for the participating teachers in the 
teacher-directed approaches during the study. The varying levels of student ability created time 
constraints for the teachers in the classroom. The findings, from the perspectives of the 
participating teachers, show that equitable feedback is necessary to maintain student engagement 
and confidence in their ability. Furthermore, these findings align with those of Glaus (2014) and 
Hattie (2012), who revealed that teachers are the activators and evaluators of student learning. In 
addition, teacher voices are the feedback vehicles that share the observation of changes as they 
occur, helping to identify the failures and successes to move students effectively to their learning 
goals and help stimulate their engagement and motivation. However, Hattie and Timperley 
(2007) also stressed that the right type of feedback is critical to students’ learning process. It 
needs to be the right information to fill the gaps in one’s understanding, not just the task at hand 
and stimulates self-regulatory process (Hattie & Timperley, 2007). 
RQ2: What factors do mathematics teachers perceive affect middle school students’ 
motivation and self-belief to learn mathematics when incorporating adaptive intelligent 
tutorial intervention in a general education setting? 
One of the key factors that appeared in the analysis of the post-survey data, which was 
tied to RQ2, was the value the AITS tool brought to the classroom, especially when combined 
with other instructional strategies, such as group work, one-on-one, and pencil and paper. The 
teachers in this study indicated the need to leverage the use of blended instructional strategies 
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when implementing AITS with students in their classroom. It is worthy of noting that blending 
of instructional strategies is not a new concept; according to Marsh (2012), effective teaching 
and learning has evolved from the selection and use of different methods and strategies to 
maximize students’ learning. Furthermore, Dhanda (2015) and Lalima and Dangwal (2017) 
supported the notion that the role of the teachers in the classroom is changing, as they transition 
from a teacher-centered information provider to a learner-centered approach that supports peer 
group interactions, face-to-face teaching, and individualized computer-based learning. 
A second factor, having consensus among the teachers who participated in the study, 
was the effectiveness of the instant feedback feature of the AITS tool. The feedback feature is 
an automatic response function built into the AITS that provides students immediate results 
upon pressing the enter key allowing students to learn at their own pace, but also giving teachers 
additional time to provide equitable feedback to students of varying levels of ability. According 
to a consensus from the participating teachers, providing equitable feedback is an important 
factor in their students’ learning process, a position that is supported by the research of Hattie 
and Timperley (2007), along with Hattie and Gan (2011) that has shown that feedback is an 
essential dynamic in motivating learning in various instructional environments, including 
technology-supported learning applications. 
The teacher responses have shown that consistent feedback when combined with 
blended instructional strategies, such as group work and pencil and paper, can help students stay 
engaged in their work. The respondents of the post-survey detailed how the AITS provided 
additional time for feedback in various forms, peer (group work), teacher (one-on-one), or as an 
integral part of the technology application (AITS), creating opportunities in the classroom for 
both the students and the teachers. The post-survey findings were in contrast to the findings in 
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the pre-survey where feedback was difficult to accomplish due to time constraints. In addition, 
the post-survey showed that this level of feedback provided by the AITS had a positive impact 
on the high- and mid-range achievers with a moderate effect on the lower level learners, who 
needed additional teacher support. 
Supporting these findings, the conversations found in the literature showed that the use 
of computer-assisted intelligent and adaptive tutorial/learning systems had an encouraging 
influence on students’ academic accomplishments and attitudes toward mathematics (Arroyo et 
al., 2013). Furthermore, the feedback feature of an AITS provides formative assessment and 
feedback beyond just a correct answer to stimulate the learning process and help students master 
learning tasks (Narciss, 2013). 
The teachers who participated in this study indicated that the time relief provided by the 
AITS enabled them to work one-on-one with students of greater need, but also allowed the 
teachers to have a greater role in providing support across all levels of learners. While Dhanda 
(2015) saw the role of technology as the catalyst for classroom change, moving teachers away 
from the central role of information provider to a supporting role working with students one-on-
one or in groups, provided them the needed feedback and support to be successful in their 
learning. Brasiel et al. (2016) suggested that the roles are also influenced by AITS, as the 
students’ instruction is personalized and tailored to students’ pace, student ability, and the 
learning environment. 
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RQ1: What factors do mathematics teachers perceive affect middle school students’ 
motivation and self-belief to learn mathematics when incorporating Adaptive Intelligent 
Tutorial Intervention in a general education setting? 
According to the findings from the focus group discussions, which were tied to RQ1, 
blended instructional strategies and instant formative feedback had the most significant impact 
on students’ attitudes, motivation, and increased engagement to learn. These findings emerged 
across both teacher-directed and AITS instructional interventions. From the teachers’ 
perspectives, the use of blended instructional strategies (classroom context) with instant 
formative feedback, either provided by the technology or from the teachers, enabled students to 
become more motivated and engaged in their learning. These findings are supported by the 
research works of Brophy (2004) and Schunk, Pintrich, and Meece (2008), which stated that 
student motivation to learn is the epicenter of shaping students’ behaviors and helping them 
appreciate their learning opportunities, especially when provided with the appropriate tools, 
adaptations, and interventions for successful learning in the classroom. 
The research findings from this study also provided evidence that students who self-
monitor and self-regulate their learning are more engaged and have greater confidence in their 
attainment of knowledge. The teachers’ responses aligned with Zimmerman’s 1989 social 
cognitive theory regarding self-regulated academic learning (SRL), which recognizes the value 
of SRL as a vehicle for increasing engagement and improving student learning. This theory was 
also supported by John Hattie (2012), who wrote that self-regulation allows students to control 
emotions, monitor their situations and behaviors, and become experts in their learning 
processes, all elements of students’ affective domain. 
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Many variables impact students’ ability to learn mathematics, but when a student is in 
control of the learning process, it provides many positive experiences that have a lasting effect 
on students’ confidence, attitude, and level of anxiety, which directly influences students’ 
engagement and motivation to learn (Al-Mutawah, 2015). In the end, the instructional 
approaches that best served the middle school population were a blend of group work, paper, 
and pencil, along with the self-paced nature of the AITS. Together, these approaches and the 
instant feedback component of the AITS enabled students to self-regulate, and in turn, be self-
confident in their ability and motivated to learn. 
Implications and Recommendations for Practice 
There is an agreement among many researchers that the sharing of research findings has 
the most significant impact for change in current practice and policy when research is conducted 
in concert with practitioners (Block, Engel, Naureckes, & Riordan, 1999; Mouradian, Mechanic, 
& Williams, 2001). The dissemination of the research message, to a targeted audience, needs to 
be framed in a way to evoke emotion and interest while demonstrating usefulness (Milkman & 
Berger, 2014). The goal of this researcher was to be an advocate of change by providing these 
research findings and recommendations for practice to a broader audience of other middle 
school mathematics teachers, school principals, technology directors and the district leadership 
via publications, such as the Mathematics Teaching in Middle School and conference 
presentations organized and approved by the National Council of Teachers of Mathematics. 
Mathematics Teaching in Middle School is a peer-reviewed journal and a product of the 
National Council of Teachers of Mathematics and is a resource for all middle school teachers, 
their students, and teacher educators (National Council of Teachers of Mathematics, n. d.). The 
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National Council of Teachers of Mathematics was founded in 1920 and is the largest 
organization for mathematics education throughout North America. 
Even though 167 students were observed using the AITS tool, limitations, such as the 
small participant population (n ≤ 5), the restricted length of the study, and the narrow focus of 
student motivation and self-belief for learning mathematics, the findings cannot be generalized 
across all middle schools. For a more in-depth exploration into the impact of AITS for the 
selected variables of student motivation and self-belief, this researcher recommends that the 
school employ an appropriate AITS for a full school year cycle and for consistency in the 
learning process, also making the AITS application available for homework usage. As a second 
recommendation for practice, district leadership needs to ensure that all supporting materials, 
such as books and worksheets, are available for each grade level before the intervention with 
AITS tools begins. Providing appropriate resources would ensure reliability at each grade level 
and reduce any barriers that may exist or interfere with the study’s progress. Another 
recommendation for practice concerns leadership support and time to share best practices and 
provide professional development. School leadership, as well as IT support staff, must be fully 
engaged in the AITS process to create a positive and supportive learning environment, a 
recommendation that is supported by the research of Inan and Lowther (2010) and Willen 
(2014), which showed lack of professional development, administrative and technical support 
were the most significant barriers to successful integration of technology in the classroom. 
Furthermore, Hattie (2009) provided evidence from a meta-analysis conducted by Timperley, 
Wilson, Barrar, and Fung (2007) that professional development was more effective when school 
leadership supported the process, providing access to the relevant expertise and the sharing of 
new information in a timely manner. 
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One final recommendation for practice is to work with the developers of ASSISTments, 
the AITS tool, to review the barriers and flaws of the online tool that were revealed in the 
teachers’ responses, such as deficient materials to support certain grade levels, an interface that 
lacked appeal for middle-school-aged students, and latency issues with the online platform. 
These issues were consistent problems that the teachers faced while implementing the online 
tool across the different school grade levels engaged in the study. The ASSISTment 
development team, in partnership with Worcester Polytechnic Institute and Lesley University’s 
Center for Mathematics Achievement, provided the conduit for teachers to offer opinions and 
recommendations about their use of the online tutorial tool and the student feedback system 
(“Working with us,” 2019). 
Recommendations for Further Study 
One factor that became most evident from the research results was the level of student 
ability. For this study, student ability was not a study variable, but became an influencing 
parameter when the teachers decided on the appropriate instructional approaches to use. One 
recommendation for future research would be to investigate the causes and variables 
surrounding the student ability phenomenon, and how AITS could impact the diversity of 
learners in the classroom. This researcher would also recommend expanding the knowledge 
base regarding AITS by investigating the impact of the tool on student achievement and 
proficiency in mathematics. As a focal point of standardized testing and as one of the critical 
measurements of students’ performance in the districts, students’ proficiency in mathematics 
continues to be the center of discussion across the nation as STEM degrees and careers become 
more prominent (Enderson & Ritz, 2016). 
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A final recommendation is for additional studies to explore and document more 
completely the key tenets of the shifting roles of teachers from sole provider of information to 
coach and facilitator in a technology learning environment that specifically engages AITS as a 
self-paced learning and homework support platform. Three of the five participating teachers saw 
value in expanding the use of the AITS tool in the classroom and for homework use, but were 
uncomfortable about fully utilizing the tool in the classroom, expanding the conversation around 
the role of technology in the classroom and how teachers can adapt to incorporate technology in 
their classrooms (Bryant, 2016). 
Conclusion 
As technology is becoming more predominant in the classroom, providing students with 
the skillsets to meet the needs of the 21st century, it is also having a positive impact on student 
learning (Costley, 2014; Cox, n.d.). Teachers see the benefit of teaching with the new 
technologies that are beginning to populate the classroom. Educational technology companies are 
heeding the call to help close the achievement gap phenomenon, such as in mathematics, that 
plagues American school districts (Lynch, 2017). As school districts struggle to meet the needs 
of the teachers and students, budget cuts dominate the conversation. By providing low- or no-
cost alternatives for the districts and the teachers, their goal of individualizing student learning 
through the self-paced tutorial and online applications can become a reality. For middle school 
students, grades six through eight are also formative years, as they begin to shape emotional and 
social connections. It is also a time when middle school students start to form a conclusion about 
their motivation and ability to do mathematics (Protheroe, 2007). Providing the best learning 
environment to support students’ learning and meeting their students’ needs is paramount to the 
teachers. 
  
91 
 
References 
Abbott, G. A., & McEntire, E. (1985). Effective remediation strategies in mathematics. 
Retrieved from ERIC database. (ED262459). 
Ackerman, C. (2018, May 29). What is self-efficacy theory in psychology? Definitions & 
examples. Retrieved from https://positivepsychologyprogram.com/self-efficacy/ 
Adams, C. L. (2011, July). The effects of a remedial math intervention on standardized test 
scores in Georgia middle schools (Doctoral dissertation). Available from ProQuest 
Dissertations and Theses Database. (UMI No. 3466240). 
Agustiani, H., Cahyad, S., & Musa, M. (2016). Self-efficacy and self-regulated learning as 
predictors of students’ academic performance. The Open Psychology Journal, 9, 1-6. 
doi:10.2174/1874350101609010001. Retrieved from 
https://www.researchgate.net/publication/293012590_Self-efficacy_and_Self-
Regulated_Learning_as_Predictors_of_Students_Academic_Performance/citations 
Aldoobie, N. (2015). “ADDIE model.” American International Journal of Contemporary 
Research, 5(6), 68-72. [online]. Retrieved from 
http://www.aijcrnet.com/journals/Vol_5_No_6_December_2015/10.pdf 
Al-Mutawah, M. A. (2015). The influence of mathematics anxiety in middle and high school 
students’ math achievement. International Education Studies, 8(11), 239. 
doi:10.5539/ies.v8n11p239 
Alspaugh, J. W. (1998, September-October). Achievement loss associated with transition to 
middle school and high school. Journal of Educational Research, 92, 20-25. 
American Society for Horticultural Science. (2011, April 4). Student confidence correlated with 
academic performance, class study finds. Science Daily. Retrieved from 
www.sciencedaily.com/releases/2011/04/110404105901.htm 
  
92 
 
Anders, A. K. (2017, May 24). Equity through access: 21st-century learning & the necessity of 
1-to-1. THE Journal. Retrieved from https://thejournal.com/articles/2017/05/24/equity-
through-access-21st-century-learning-and-the-necessity-of-1to1.aspx. 
Armistead, S. (2016). Digital technologies: From vision to action. Teachers and Curriculum, 
16(1), 7-15. Retrieved from ERIC database. (EJ1122024). 
Arroyo, I., Burleson, W., Tai, M., Muldner, K., & Woolf, B. P. (2013). Gender differences in 
the use and benefit of advanced learning technologies for mathematics. Journal of 
Educational Psychology, 105(4), 957-969. doi:10.1037/a0032748. 
Artino, A. R., La Rochelle, J. S., & Durning, S. J. (2010). Second-year medical students’ 
motivational beliefs, emotions, and achievement. Medical Education 44(12), 1203-1212. 
Retrieved from https://onlinelibrary-wiley-
com.une.idm.oclc.org/doi/epdf/10.1111/j.1365-2923.2010.03712.x 
Artino, A. R. (2012). Academic self-efficacy: from educational theory to instructional practice. 
Perspectives on Medical Education, 1(2), 76-85. doi:10.1007/s40037-012-0012-5 
Autonomy. (2014, April 30). In Glossary of Education Reform. Retrieved from 
https//www.edglossary.org/autonomy/ 
Baeten, M., Dochy, F., Struyven, K., Parmentier, E., & Vanderbruggen, A. (2016). Student-
centred learning environments: An investigation into student teachers’ instructional 
preferences and approaches to learning. Learning Environments Research, 19(1), 43-62. 
doi:http://dx.doi.org.une.idm.oclc.org/10.1007/s10984-015-9190- 
Baker, J. D., Rieg, S. A., & Clendaniel, T. (2006). An investigation of an after-school math 
tutoring program: University tutors + elementary students = a successful partnership. 
  
93 
 
Education, 127(2), 287-293. Retrieved from 
http://www.schoolturnaroundsupport.org/sites/default/files/resources/contentserve4r.pdf 
Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change. 
Psychological Review, 84(2), 191-215. doi:10.1037//0033-295x.84.2.191 
Bandura, A. (1982). Self-efficacy mechanism in human agency. American Psychologist, 37(2), 
122-147. doi:10.1037/0003-066x.37.2.122 
Bandura, A. (1986). Social foundations of thought and action: A social cognitive theory. 
Englewood Cliffs, NJ: Prentice Hall. 
Bandura, A. (1993). Perceived self-efficacy on cognitive development and functioning. 
Educational Psychologist, 28(2), 117-148. Retrieved from 
http://dx.DOI.org/10.1207/s15326985ep2802_3 
Bandura, A. (1994). Self-efficacy. In V. S. Ramachaudran (Ed.), Encyclopedia of human 
behavior (Vol. 4, pp. 71-81). New York, NY: Academic Press. (Reprinted in H. Friedman 
[Ed.], Encyclopedia of mental health. San Diego, CA: Academic Press, 1998). 
Bandura, A. (1997). Self-efficacy: The exercise of control. New York, NY: Freeman. 
Bandura, A. (2008). An agentic perspective on positive psychology. In S. J. Lopez (Ed.), Praeger 
perspectives. Positive psychology: Exploring the best in people, Vol. 1. Discovering 
human strengths, pp. 167-196. Westport, CT: Praeger Publishers/Greenwood Publishing 
Group. 
Bandura, A., & Schunk, D. H. (1981). Cultivating competence, self-efficacy, and intrinsic 
interest through proximal self-motivation. Journal of Personality and Social Psychology, 
41(3), 586-598. Retrieved from https://doi-org.une.idm.oclc.org/10.1037/0022-
3514.41.3.586 
  
94 
 
Barnett, R., & Farah, K. (2018, July 30). Self-pacing: The key to differentiating effectively for 
all learners. Education Week. Retrieved from 
https://blogs.edweek.org/edweek/next_gen_learning/2018/07/self-
pacing_the_key_to_differentiating_effectively_for_all_learners.html 
Bates, B. (2016). Learning theories simplified: And how to apply them to teaching. London, 
UK: Sage. 
Beard, K. (2013, November 13). Behind America’s decline in math, science, and technology. 
US NEWS. Retrieved from https://www.usnews.com/news/articles/2013/11/13/behind-
americas-decline-in-math-science-and-technology 
Benjamin, A. (2017). Factors influencing learning. In R. Biswas-Diener & E. Diener (Eds.), 
Noba textbook series: Psychology. Champaign, IL: DEF publishers. 
Blair, N. (2012). Technology integration for the new 21st century learner. Principal, 
January/February: Technology. Retrieved from 
https://www.naesp.org/sites/default/files/Blair_JF12.pdf 
Bong, M., & Skaalvik, E. M. (2003). Academic self-concept and self-efficacy: How different are 
they really? Educational Psychology Review, 15(1), 1-40. https://DOI-
org.une.idm.oclc.org/10.1023/A:1021302408382 
Brasiel, S., Martin, T., Jeong, S., & Yuan, M. (2016). Mixed methods evaluation of the statewide 
implementation of mathematics education technology for K-12 Students. Paper presented 
at Society for Research on Educational Effectiveness. Retrieved from ERIC database. 
(ED567621). 
  
95 
 
Brophy, J. (1986). On motivating students. Occasional paper no. 101. Institute for Research on 
Teaching, College of Education, Michigan State University. Retrieved from ERIC 
database. (ED276724). 
Brophy, J. (1987, October). Synthesis of research on strategies for motivating students to learn. 
Educational Leadership, 45(2), 40-48. Retrieved from 
http://web.b.ebscohost.com.une.idm.oclc.org/ehost/pdfviewer/pdfviewer?vid=2&sid=93
298959-f089-472a-9b5a-d9dba4331d5e%40pdc-v-sessmgr03 
Brophy, J. (2004). Motivating students to learn (2nd ed.). New York, NY: Taylor & Francis. 
Bryant, A. (2016, December 12). Technology vs teachers: Can technology replace teachers. 
Retrieved from https://www.kognity.com/blog/2017/technology-vs-teachers-can-
technology-replace-teachers/ 
Calhoon, M., & Fuchs, L. S. (2003). The effects of peer-assisted learning strategies and 
curriculum-based measurement on the mathematics performance of secondary students 
with disabilities. Remedial & Special Education, 24(4), 235. Retrieved from ProQuest. 
(UMI no. 236327507). 
Camera, L. (2016, April 27). High school seniors aren’t college-ready. US NEWS. Retrieved 
from https://www.usnews.com/news/article/2016-04-27/high-school-seniors-arent-
college-ready-naep-data-show 
Catsambis, S. (2005). The Gender Gap in Mathematics: Merely a Step Function? In A. M. 
Gallagher & J. C. Kaufman (Eds.), Gender differences in mathematics: An integrative 
psychological approach (pp. 220-245). New York, NY, US: Cambridge University 
Press. 
  
96 
 
Cauley, K. M., & McMillian, J. H. (2010). Formative assessment techniques to support student 
motivation and achievement. The Clearing House: A Journal of Educational Strategies, 
Issues, and Ideas, 83(1), 1-6. doi:10.1080/00098650903267784 
Center for Innovation in Research and Teaching. (n.d.). Group work in the classroom. Retrieved 
from https://cirt.gcu.edu/teaching3/tips/groupwork 
Chang, C., & Chang, Y. (2010). College students’ perception gaps in preferred-actual learning 
environments in a reformed introductory earth science course in Taiwan. Journal of 
Geography in Higher Education, 34(2), 187-203. Retrieved from 
https://doi.org/10.1080/03098260903208269 
Chao, T., Chen, J., Star, J. R., & Dede, C. (2016). Using digital resources for motivation and 
engagement in learning mathematics: Reflections from teachers and students. Digital 
Experiences in Mathematics Education, 2(3), 253-277. doi:10.1007/s40751-016-0024-6. 
Chappell, S., Arnold, P., Nunnery, J., & Grant, M. (2015). An examination of an online tutoring 
program’s impact on low-achieving middle school students’ mathematics achievement. 
Online Learning, 19(5), 37-53. doi:10.24059/olj.v19i5.694. 
Christenbury, L. (2010). The Flexible Teacher. Educational Leadership, 68(4), 46–50. 
Retrieved from 
http://search.ebscohost.com.une.idm.oclc.org/login.aspx?direct=true&db=a9h&AN=556
37401&site=ehost-live&scope=site 
Clark, A. K., & Whetstone, P. (2014, May 05). The impact of an online tutoring program on 
mathematics achievement. The Journal of Educational Research, 107(6), 462-466. 
Retrieved from https://www-tandfonline-
com.une.idm.oclc.org/DOI/abs/10.1080/00220671.2013.833075 
  
97 
 
Committee for Economic Development. (2018, February 13). Charting a path forward for 
charter schools: A policy brief. Retrieved from https://www.ced.org/reports/a-path-
forward-for-charter-schools. 
Cornelius, A. S. (2013). The effects of response to intervention on mathematics achievement of 
seventh and eighth-grade students (Doctoral dissertation). Retrieved from ProQuest 
Dissertations and Theses database. (UMI no. 1422044724). 
Costley, K. C. (2014, October 30). The positive effects of technology on teaching and student 
learning. Retrieved from https://files.eric.ed.gov/fulltext/ED554557.pdf 
Cowan, N. (2014). Working memory underpins cognitive development, learning, and education. 
Educational Psychology Review, 26(2), 197-223. Retrieved from 
https://www.ncbi.nlm.nih.gov/pmc/articles/PMC4207727/pdf/nihms545499.pdf 
Cox, J. (n.d.). Benefits of technology in the classroom. Retrieved from 
https://www.teachhub.com/benefits-technology-classroom 
Creswell, J. W. (2013). Qualitative inquiry and research design: Choosing among five 
approaches (3rd ed.). Los Angeles, CA: Sage. 
Davis, A., & Forbes, L. (2016, May). Doing the impossible: Motivating middle school students. 
Voices from the Middle, 23(4), 14-18. Retrieved from 
https://www.ncte.org/library/NCTEFiles/Resources/Journals/VM/0234-
may2016/VM0234Doing.pdf 
Day, L. C. (1933). The teaching quotient. The Elementary School Journal, 33(8), 604-607. 
doi:10.1086/456930 
  
98 
 
De Bruyckere, P., Kirchner, P. A., & Hulshof, C. D. (2016). Technology in education: What 
teachers should know. American Educator, 40(1), 12-18. Retrieved from 
https://www.aft.org/ae/spring2016/debruyckere-kirschner-and-hulshof 
Desilver, D. (2017, February 15). U.S. academic achievement lags that of many other countries. 
Retrieved from http://www.pewresearch.org/fact-tank/2017/02/15/u-s-students-
internationally-math-science/ 
De Witte, K., Haelermans, C., & Rogge, N. (2015), Computer‐assisted math learning program. 
Journal of Computer Assisted Learning, 31, 314-329. doi:10.1111/jcal.12090. 
Dhanda, S. (2015). Change in student and teacher roles using technology in class room. 
International Journal of Education and Information Studies, 5(1), 45-49. Retrieved from 
https://www.ripublication.com/ijeisv1n1/ijeisv5n1_06.pdf 
DiLeo, J. T. G. (2007). A study of a specific language arts and mathematics software program: 
Is there a correlation between usage levels and achievement? Retrieved from 
http://knowledge.library.iup.edu/etd/997 
Direct instruction. (2014, December 20). In Glossary of Education Reform. Retrieved from 
https://www.edglossary.org/direct instruction/ 
Donnely, R. (2010, February). Harmonizing technology with interaction in blended problem-
based learning. Computers & Education, 54(2), 350-359. Retrieved from 
https://doi.org/10.1016/j.compedu.2009.08.012 
Donovan, L., Hartley, K., & Strudler, N. (2007). Teacher concerns during initial implementation 
of a one-to-one laptop initiative at the middle school level. Journal of Research on 
Technology in Education, 39(3), 263-286. doi:10.1080/15391523.2007.10782483 
  
99 
 
Doran, L., & Herold, B. (2016, May 17). 1-to-1 laptop initiatives boost student scores; study 
finds: First-of-its-kind analysis examines 15 years of data. Educational Week. Retrieved 
from https://www.edweek.org/ew/articles/2016/05/18/1-to-1-laptop-initiatives-boost-
student-scores-study.html. 
Dowker, A. (2009). What works for children with mathematical difficulties? Retrieved from 
http://webarchive.nationalarchives.gov.uk/20130323065803/https://www.education.gov.
uk/publications/eOrderingDownload/00086-2009-maths_difficulties.pdf 
Downes, J. M., & Bishop, P. A. (2015). The intersection between 1:1 laptop implementation and 
the characteristics of effective middle-level schools. Research in Middle-Level 
Education Online, 38(7), 1-16. Retrieved from ERIC database. (EJ1059737). 
Duffy, A. (2016, October 24). Study shows WPI-developed math homework tool closes the 
learning gap. Retrieved from https://www.wpi.edu/news/study-shows-wpi-developed-
math-homework-tool-closes-learning-gap 
Dunleavy, M., & Heinecke, W. F. (2007). The impact of 1:1 laptop use on middle school math 
and science standardized test scores. Computers in the Schools, 24(3-4), 7-22. 
doi:10.1300/j025v24n03_02. 
Dweck, C. (2010). Even geniuses work hard. Educational Leadership, 68(1), 16-20. Retrieved 
from 
http://web.a.ebscohost.com.une.idm.oclc.org/ehost/pdfviewer/pdfviewer?vid=2&sid=4d
655767-906d-496b-91f5-11467bfdbe5b%40sdc-v-sessmgr01 
Enderson, M. C., & Ritz, J. (2016, Spring). STEM in general education: Does mathematics 
competence influence course selection. The Journal of Technology Studies, Vol. XLII, 
  
100 
 
number 1, 30-40. Retrieved from 
https://scholar.lib.vt.edu/ejournals/JOTS/v42/v42n1/pdf/v42n1.pdf 
Evaluation of public charter school programs: Chapter 4-accountability. (2004). U.S. 
Department of Education. Retrieved from 
https://www2.ed.gov/rschstat/eval/choice/pcsp-year1/edlite-chapter4.html 
Everson, H. (n.d.). Barry Zimmerman. Retrieved from 
http://learningandtheadolescentmind.org/people_04.html 
Ericson, J., Silverman, D., Berman, P., Nelson, B., & Solomon, D. (2001, June). Challenge and 
opportunity, the impact of charter schools on school districts: A report of the national 
study of charter schools. Retrieved from 
https://www2.ed.gov/rschstat/eval/choice/district_impact.pdf. 
Escueta, M., Quan, V., Nickow, A. J., & Oreopoulos, P. (2017). Education technology: An 
evidence-based review. Retrieved from 
https://www.povertyactionlab.org/sites/default/files/publications/NBER-23744-EdTech-
Review.pdf 
FAFSA. (2018). What are graduation, retention, and transfer rates? Retrieved from 
https://fafsa.ed.gov/help/fotw91n.htm 
Farooq, M. S., Chaudhry, A. H., Shafiq, M., & Berhanu, G. (2011, December). Factors affecting 
students’ quality of academic performance: A case of secondary school level. Journal of 
Quality and Technology Management, 7(2), 1-14. Retrieved from 
https://www.researchgate.net/publication/284150574_Factors_affecting_students%27_q
uality_of_academic_performance_A_case_of_secondary_school_level 
  
101 
 
Ford, K., & Lott, L. (2011). The impact of technology on constructivist pedagogies. Retrieved 
from https://sites.google.com/a/boisestate.edu/edtechtheories/the-impact-of-technology-
on-constructivist-pedagogies-1 
Formative assessment. (2014, April 29). In Glossary of Education Reform. Retrieved from 
https://www.edglossary.org/formative-assessment/ 
Fuchs, L. S., Compton, D. L., Fuchs, D., Paulsen, K., Bryant, J. D., & Hamlett, C. L.  
(2005). The prevention, identification, and cognitive determinants of math  
difficulty. Journal of Educational Psychology, 97(3), 493-513. Retrieved from 
http://dx.DOI.org.une.idm.oclc.org/10.1037/0022-0663.97.3.493 
Fuchs, L. S., Fuchs, D., & Compton, D. L. (2010). Rethinking response to intervention at 
middle and high school, School Psychology Review, 39(1), 22-28. Retrieved from 
ProQuest. (UMI no. 219656548). 
Geary, D. C. (2011). Consequences, characteristics, and causes of mathematical learning 
disabilities and persistent low achievement in mathematics. Journal of Developmental 
and Behavioral Pediatrics, 32(3), 250-263. 
http://DOI.org/10.1097/DBP.0b013e318209edef 
Gersten, R., Jordan, N. C., & Flojo, J. R. (2005). Early identification and interventions for 
students with mathematics difficulties. Journal of Learning Disabilities, 38(4), 293-304. 
doi:10.1177/00222194050380040301 
Glaus, M. (2014). Teacher perspectives and classroom changes to middle school math. The 
English Journal, 104(2), 48-53. Retrieved from http://www.jstor.org/stable/24484407 
  
102 
 
Goldberg, D. (2014, May 8). Supporting your child in middle school math. PBS Parents. 
Retrieved from http://www.pbs.org/parents/education/math/math-tip-for-parents/middle-
school-math/ 
Graham, J. (2018, March 27). Apple’s new iPad vs. $300 Chromebooks and Windows rivals. 
USA TODAY. Retrieved from 
https://www.usatoday.com/story/tech/talkingtech/2018/03/27/apples-new-student-ipad-
vs-300-chromebooks-and-windows-rivals/462188002 
Hall, K. L. (2016). The mathematical disposition of middle school students: An examination of 
students’ self-concept of ability in mathematics. All Theses and Dissertations. 67. 
Retrieved from http://dune.une.edu/theses/67 
Hanover Research. (2014, August). Best practices in math interventions. Retrieved from 
https://www.mbaea.org/documents/filelibrary/numeracy/Best_Practices_in_Math_Interv
ention_53D80FEED7650.pdf. 
Hansen, R. C. (2012). Exploring the effects of 1:1 laptop implementation on quantifiable student 
outcomes in junior high school science classes between demographic subpopulations of 
students. All Graduate Theses and Dissertations. Paper 1355. Retrieved from 
http://digitalcommons.usu.edu/etd/1355. 
Harris, J. L., Al-Bataineh, M. T., & Al-Bataineh, A. (2016). One to one technology and its effect 
on student academic achievement and motivation. Contemporary Educational 
Technology, 7(4), 368-381. Retrieved from ERIC database. (EJ1117604). 
Harari, R. R., Vukovic, R. K., & Bailey, S. P. (2013). Mathematics anxiety in young children: 
An exploratory study. Journal of Experimental Education, 81(4), 538-555. 
doi:10.1080/00220973.2012.727888. 
  
103 
 
Haston, W. (2007). Teacher modeling as an effective teaching strategy. Music Educators 
Journal, 93(4), 26-30. https://doi.org/10.1177/002743210709300414 
Hattie, J. A. C. (2009). Visible learning: A synthesis of over 800 meta-analyses relating to 
achievement. London, UK: Routledge. 
Hattie, J. (2012). Visible learning for teachers: Maximizing impact on learning. London, UK: 
Routledge. 
Hattie, J., Fisher, D., & Frey, N. (2017). Visible learning for mathematics, grades K-12: What 
works best to optimize student learning. Thousand Oaks, CA: Corwin Mathematics. 
Hattie, J.A., & Gan, M. (2011). Instruction based on Feedback. In Mayer, R & Alexander, P. 
(Eds). Handbook of Research on Learning and Instruction (pp. 249–271). New York: 
Routledge. 
Hattie, J., & Timperley, H. (2007, March). The power of feedback. Review of Educational 
Research, 77(1), 81-112. doi:10.3102/003465430298487 
Heacox, D. (2012). Differentiating instruction in the regular classroom: How to reach and 
teach all learners. Minneapolis, MN: Free Spirit Publishing Inc. 
Heafner, T. (2004). Using technology to motivate students to learn social studies. Contemporary 
Issues in Technology and Teacher Education, 4(1), 42-53. Retrieved from 
https://www.citejournal.org/volume-4/issue-1-04/social-studies/using-technology-to-
motivate-students-to-learn-social-studies/ 
Heffernan, N., & Heffernan, C. (2014, December). The ASSISTments ecosystem: Building a 
platform that brings scientists and teachers together for minimally invasive research on 
human learning and teaching. International Journal of Artificial Intelligence in 
Education, 24(3), 470-497. Retrieved from https://DOI.org/10.1007/s40593-014-0024-x 
  
104 
 
Heffernan, N. T., Militello, M., Heffernan, C. L., & Decoteau, M. B. (2012). Effective and 
meaningful use of educational technology: Three cases from the classroom. In C. Dede 
& J. Richard (Eds.), Digital teaching platforms: Customizing classroom learning for 
each student (pp. 88-102). New York, NY: Teachers College Press. 
Heitin, L. (2015, February 24). Common Core seen falling short in high school math. Education 
Week. Retrieved from http://www.edweek.org/ew/articles/2015/02/25/common-core-
seen-falling-short-in-high.html 
Hemmings, B., Grootenboer, P., & Kay, R. (2010). Predicting mathematics achievement: The 
influence of prior achievement and attitudes. International Journal of Science and 
Mathematics Education, 9(3), 691-705. doi:10.1007/s10763-010-9224-5 
Hill, P. T., Lake, R. J., & Celio, M. B. (2002). Charter schools and accountability in public 
education. Washington, DC: Brooking Institution Press. 
Hom, E. J. (2014, February 11). What is STEM education? Retrieved from 
https://www.livescience.com/43296-what-is-stem-education.html 
Hughes, E. M., & Riccomini, P. J. (2011). Mathematics motivation and self-efficacy of middle 
school students. Focus on Middle School, 21(1), 1-6. Retrieved from 
https://www.researchgate.net/publication/278965629_Mathematics_Motivation_and_Sel
f-Efficacy_of_Middle_School_Students 
Humes, L. R. (2014). The challenge of educating today’s digital natives. IMS Global Learning 
Consortium Series on Learning Impact. Retrieved March 2014 from: 
http://www.imsglobal.org/articles/SLI11-032014.pdf 
  
105 
 
Inan, F. A., & Lowther, D. L. (2010, November). Laptops in k-12 classrooms: Exploring factors 
impacting instructional use. Computers & Education, 55(3), 937-944. Retrieved from 
https://DOI.org/10.1016/j.compedu.2010.04.004 
Inclusion BC. (n.d.). Principals or school-based administrators. Retrieved from 
http://www.inclusionbc.org/parent-s-handbook-inclusive-education/your-child-s-school-
and-you-who-does-what/school-roles-and-r-6 
Inclusive classroom climate. (2018). In Poorva Center for Teaching and Learning. Yale 
University. Retrieved from https://poorvucenter.yale.edu/ClassClimates 
Karp, S. (2013/2014, Winter). The problems with the Common Core. Rethinking schools, 28, 2. 
Retrieved from https://www.rethinkingschools.org/articles/the-problems-with-common-
core. 
Killian, S. (2015). An objective critique of Hattie’s visible learning research. Retrieved from 
https://www.evidencebasedteaching.org.au/wp-content/uploads/An-Objective-Critique-
of-Hatties-Visible-Learning-Research.pdf 
Kingston, N., & Nash, B. (2011, December 23). Formative assessment: A meta-analysis and a 
call for research. Educational Measurement, 30(4), 28-37. Retrieved from 
https://onlinelibrary-wiley-com.une.idm.oclc.org/doi/abs/10.1111/j.1745-
3992.2011.00220.x 
Kissel, R., Regenscheid, A., Scholl, M., & Stine, K. (2014). Guidelines for media sanitization. 
National Institute of Standards and Technology, U.S. Department of Commerce. 
Retrieved from http://dx.DOI.org/10.6028/NIST.SP.800-88r1 
  
106 
 
Ko, J., Sammons, P., & Bakkum, L. (Eds.). (2015). Effective teaching. Retrieved from 
https://www.educationdevelopmenttrust.com/~/media/EDT/Reports/Research/2015/r-
effective-teaching.pdf. 
Kohn, A. (2010). How to create nonreaders: Reflections on motivation, learning, and sharing 
power. English Journal, 100(1), 16-22. Retrieved from ProQuest. (UMI no. 749382227). 
Krathwohl, D. R., Bloom, B. S., & Masia, B. B. (1973). Taxonomy of educational objectives: 
Book 2 affective domain. Boston, MA: Allyn & Bacon. 
Krueger, R. A., & Casey, M. A. (2015). Focus groups: A practical guide for applied research 
(5th ed.). Thousand Oaks, CA: Sage. 
Kulkin, M. (2016). Math is like a scary movie? Helping young people overcome math anxiety. 
Afterschool Matters, 23, 28-32. Retrieved from 
https://www.niost.org/Table/Afterschool-Matters/Afterschool-Matters-Spring-2016/ 
Lalima, D. K. L., & Dangwal, K. L. (2017). Blended learning: An innovative approach. 
Universal Journal of Educational Research, 5(1), 129-136. 
doi:10.13189/ujer.2017.050116 
Larson, M. (2016, October 25). Bringing needed coherence and focus to high school 
mathematics. National Council of Teachers of Mathematics, Reston, VA: NCTM. 
Retrieved from https://www.nctm.org/News-and-Calandar/Messages-from-the 
President/Archive/Matt-Larson-Needed-Coherence-and-Focus-to-High-School-
Mathematics/ 
Lee, A. M. I. (n.d.). Instructional intervention: What you need to know. Retrieved from 
https://www.understood.org/en/learning-attention-issues/treatments-
approaches/educational-strategies/instructional-intervention-what-you-need-to-know 
  
107 
 
Lin-Siegler, X., Dweck, C. S., & Cohen, G. L. (2016). Instructional interventions that motivate 
classroom learning. Journal of Educational Psychology, 108(3), 295-299. Retrieved 
from http://dx.doi.org/10.1037/edu0000124 
Liou, P. Y., & Kou, P. J. (2014). Validation of an instrument to measure students’ motivation 
and self-regulation towards technology learning. Research in Science & Technological 
Education, 32(2), 79-96. doi:10.1080/02635143.2014.893235 
Lloyd, C. (2016, February 3). Does our approach to teaching math fail even the smartest kids? 
Retrieved from http://www.greatschools.org/gk/articles/why-americans-smartest-
students-fail-math/ 
Lynch, M. (2017, July 7). 4 edtech companies that are closing the achievement gap. The Tech 
Advocate. Retrieved from https://www.thetechedvocate.org/4-edtech-companies-closing-
achievement-gap/ 
Maehr, M. L., & Meyer, H. A. (1997). Understanding motivation and schooling: Where we’ve 
been, where we are, and where we need to go. Educational Journal Review, 9(4), 371- 
409. Retrieved from https://deepblue.lib.umich.edu/handle/2027.42/44456. 
Mainelli, T. & Marden, M. (2017, June). The economic value of Chromebooks for educational 
institutions. [White paper]. Retrieved from 
http://idc.idcimpshowcase.com/showcase/showfile.cfm?id=297. 
Marsh, H. W., Trautwein, U., Lüdtke, O., Köller, O., & Baumert, J. (2005). Academic self-
concept, interest, grades, and standardized test scores: Reciprocal effects models of 
causal ordering. Child Development, 76(2), 397-416. doi:10.1111/j.1467- 
8624.2005.00853. 
  
108 
 
Martin, A. J., Papworth, B., Ginns, P., Malmberg, L-E., Collie, R., Calvo, R. A. (2015). Real-
time motivation and engagement during a month at school: Every moment of every day 
for every student matters. Learning and Individual Differences, 38, 26-35. Retrieved 
from https://www-sciencedirect-com.une.idm.oclc.org/journal/learning-and-individual-
differences/vol/38/suppl/C 
Marzano, R. J., & Pickering, D. J. (2011). The highly engaged classroom. Bloomington, IN: 
Marzano Research Laboratory. 
McDonough, I. K., & Tra, C. I. (2017). The impact of computer-based tutorials on high school 
math proficiency. Empirical Economics, 52(3), 1041-1063. 
doi:http://dx.DOI.org.une.idm.oclc.org/10.1007/s00181-016-1189-y 
McLaughlin, G., Levin, D., & Carlsson-Paige, N. (n.d.). Are the Common Core State Standards 
failing our kids? Boston Parent Paper. Retrieved from 
http://bostonparentpaper.com/article/common-core-state-standards.html 
McMillan, J. H., & Hearn, J. (2008, Fall). Student self-assessment: The key to stronger student 
motivation and higher achievement. Education Horizons, 87(1), 40-49. Retrieved from 
https://files.eric.ed.gov/fulltext/EJ815370.pdf 
Mead, M. (2014, July 22). Make or break, why middle school math counts. Retrieved from 
https://www.gettingsmart.com/2014/07/make-break-middle-school-math-counts/ 
Methe, S. A., & Riley-Tillman, T. C. (2008). An informed approach to selecting and designing 
early mathematics interventions. School Psychology Forum: Research into Practice, 2, 
29-41. 
Mizelle, N. B., & Irvin, J. L. (2007). Transition from middle school into high school. Retrieved 
from 
  
109 
 
http://www.temescalassociates.com/documents/resources/transition/transitionfrommiddl
eschoolintohighschool.pdf 
Motivation. (n.d.). In oxforddictionaries.com. Retrieved from 
https://en.oxforddictionaries.com/definition/motivation 
Möller, J., Pohlmann, B., Köller, O., & Marsh, H. W. (2009). A meta-analytic path analysis of 
the internal/external frame of reference model of academic achievement and academic 
self-concept. Review of Educational Research, 79(3), 1129-1167. 
doi:10.3102/0034654309337522 
Narciss, S. (2004). The impact of informative tutoring feedback and self-efficacy on motivation 
and achievement in concept learning. Experimental Psychology, 51(3), 214-228. 
Retrieved from https://doi.org/10.1027/1618-3169.51.3.214. 
Narciss, S. (2013). Designing and evaluating tutoring feedback strategies for digital learning 
environments on the basis of interactive tutoring feedback model. Digital Education 
Review, 23, 7-26. Retrieved from 
http://revistes.ub.edu/index.php/der/article/view/11284/pdf 
National assessment of educational progress. (2015). NAEP-2015 Mathematics & Reading 
Assessments. Retrieved from 
https://www.nationsreportcard.gov/reading_math_2015/#mathematics?grade=8 
National assessment of educational progress. (2017). NAEP-2017 mathematics assessments. 
Retrieved from https://www.nationsreportcard.gov/reading_math_2017_highlights/ 
National Education Association. (2017). Identifying factors that contribute to achievement gaps. 
Retrieved October 5, 2017, from: http://www.nea.org/home/17413.htm 
  
110 
 
National Education Association. (2008). Technology in school: The ongoing challenge of 
access, adequacy, and equity. Retrieved from 
http://www.nea.org/assets/docs/PB19_Technology08.pdf 
National Report Card. (2015). Retrieved from nces.ed.gov/nationsreportcard. 
Neel, J. (n.d.). The difference between remediation & intervention in mathematics. Retrieved 
from https://sciencing.com/the-difference-between-remediation-intervention-in-
mathematics-12745151.html 
Niederle, M., & Vesterlund, L. (2010). Explaining the gender gap in math test scores: The role 
of competition. Journal of Economic Perspectives, 24(2), 129-144. 
doi:10.1257/jep.24.2.129 
Niederle, M., & Vesterlund, L. (2007). Do women shy away from competition? Do men 
compete too much? The Quarterly Journal of Economics, 122(3), 1067-1101. 
doi:10.1162/qjec.122.3.1067 
Nowell, L. S., Norris, J. M., White, D. E., & Moules, N. J. (2017). Thematic analysis: Striving 
to meet the trustworthiness criteria. International Journal of Qualitative Methods, 16, 1-
13. doi:10.1177/1609406917733847. 
O’Donnell, J. (2017, July 11). What is middle school? A primer for tweens. Retrieved from 
https://www.verywellfamily.com/what-is-middle-school-3288076. 
Office of Educational Technology. (2017). Re-imagining the role of technology in education. 
Retrieved from http://tech.ed.gov 
O’Leary, K., Fitzpatrick, C. L., & Hallett, D. (2017, December). Math anxiety is related to 
some, but not all, experiences with math. Frontiers in Psychology, 8, 1-14. 
doi:10.3389/fpsyg.2017.02067 
  
111 
 
Olsen, A. K., & Chernobilsky, E. (2016, Fall). The effects of technology on academic 
motivation and achievement in a middle school mathematics classroom. NERA 
conference proceedings 2016. Retrieved from http://digitalcommons.uconn.edu/nera-
2016/2. 
Orlando, J., & Attard, C. (2015). Digital natives come of age: The reality of today’s early career 
teachers using mobile devices to teach mathematics. Mathematics Education Research 
Journal, 28(1), 107-121. Retrieved from https://link-springer-
com.une.idm.oclc.org/content/pdf/10.1007%2Fs13394-015-0159-6.pdf 
Osborne, D. (2012). Improving charter school accountability: The challenge of closing failing 
schools. Progressive Policy Institute. Retrieved from ERIC database. (ED533181) . 
Paiva, R. C., Ferreira, M. S., & Frade, M. M. (2017). Intelligent tutorial system based on 
personalized systems of instruction to teach or remind mathematical concepts. Journal of 
Computer Assisted Learning, 33, 370-381. Retrieved from 
https://onlinelibrary.wiley.com/DOI/abs/10.1111/jcal.12186 
Pajares, F., & Schunk, D. (2001). Self-Beliefs and School Success: Self-Efficacy, Self-Concept, 
and School Achievement. In R. J. Riding, & S. G. Rayner (Eds.), International 
Perspectives on Individual Differences: Self-Perception, Vol. 2, 239-265. Westport, CT: 
Ablex. 
Pantziara, M., & Philippou, G. N. (2015). Students’ motivation in the mathematics classroom. 
Revealing causes and consequences. International Journal of Science and Mathematics 
Education, 13(2), 385-411. Retrieved from https://link-springer-
com.une.idm.oclc.org/article/10.1007%2Fs10763-013-9502-0#citeas 
  
112 
 
Partnership for 21st Century Learning. (2018). Our history. Retrieved from 
http://www.p21.org/about-us/our-history 
Phon, D. N. E., Ali, M. B., & Halim, N. D. A. (2014). Collaborative augmented reality in 
education: A review. Paper presented at the International Conference on Teaching and 
Learning in Computing and Engineering, Kuching, Malaysia. 
https://DOI.org/10.1109/LaTiCE.2014.23. Retrieved from 
https://ieeexplore.ieee.org/document/6821833/ 
Pietsch, J., Walker, R. A., & Chapman, E. (2003, September). The relationship among self-
concept, self-efficacy, and performance in mathematics during secondary school. Journal 
of Educational Psychology, 95(3), 589-603. doi:10.1037/0022-0663.95.3.589. Retrieved 
from 
https://www.researchgate.net/publication/232530532_The_Relationship_Among_Self-
Concept_Self-Efficacy_and_Performance_in_Mathematics_During_Secondary_School 
Pintrich, P. R., Marx, R., & Boyle, R. A. (1993). Beyond cold conceptual change: The role of 
motivational beliefs and classroom contextual factors in the process of conceptual 
change. Review of Educational Research, 63(2), 167-119. Retrieved from 
http://journals.sagepub.com/DOI/abs/10.3102/00346543063002167 
Pintrich, P. R. (2003). A motivational science perspective on the role of student motivation in 
learning and teaching contexts. Journal of Educational Psychology, 95, 667-686 
Prensky, M. (2001, October). Digital natives, digital immigrants. On the Horizon, 9(5), 1-6. 
Retrieved from 
https://www.mnsu.edu/cetl/teachingwithtechnology/tech_resources_pdf/Digital%20Nati
ves,%20Digital%20Immigrants.pdf 
  
113 
 
Protheroe, N. (2007). What does good math instruction look like? Principal, 7(1), 51-54. 
Retrieved from http://www.neasp.org/sites/default/files/resources/2/Principal/2007/S-
Op51.pdf 
Provasnik, S., Malley, L., Stephens, M., Landeros, K., Perkins, R., & Tang, J. H. (2016). 
Highlights from TIMSS and TIMSS advanced 2015: Mathematics and science 
achievement of U.S. students in grades 4 and 8 and in advanced courses at the end of 
high school in an international context (NCES 2017002). Retrieved from 
https://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=2017002 
Ramdass, D., & Zimmerman, B. J. (2008). Effects of self-correction strategy training on middle 
school students’ self-efficacy, self-evaluation, and mathematics division learning. 
Journal of Advanced Academics, 20(1), 18-41. doi:10.4219/jaa-2008-869 
Rathunde, K., & Csikszentmihalyi, M. (2005, May). Middle school students’ motivation and 
quality of experience: A comparison of Montessori and traditional school environments. 
American Journal of Education, 11, 341-369. doi:10.1086/428885 
Read the standards. (2019). Retrieved from http://www.corestandards.org/read-the-standards/ 
Relevant Strategies. (2011, July 15). Bias and sensitivity review of the Common Core State 
Standards in English language arts and mathematics: Implementation recommendations 
report. Retrieved from 
http://www.k12.wa.us/CoreStandards/pubdocs/ImplementationRecommendationReport.
pdf 
Reyna, R. (2016, August). Key issues in aggregating indicators for accountability 
determinations under ESSA. Retrieved from https://ccsso.org/sites/default/files/2017-
10/KeyIssuesinAggregatingIndicators.pdf 
  
114 
 
Rhode Island Charter Schools. (2018). We are public charter schools. Retrieved from 
http://richarterschools.com/ 
Rhode Island Department of Education. (2017). Rhode Island charter schools. Retrieved from 
http://www.ride.ri,gov/StudentsFamilies/RIPublicSchools/CharterSchools.aspx. 
Riccomini, P. J., & Witzel, B. S. (2010). What is RTI? And why is it important? In Response to 
intervention in math (pp. 1-16). Thousand Oaks, CA: Corwin. 
Richardson, A. E. (2010). Exploring text through student discussions: Accountable talk in the 
middle school classroom. English Journal, 100(1), 83-88. Retrieved from 
https://une.idm.oclc.org/login?url=https://search-proquest-
com.une.idm.oclc.org/docview/749382231?accountid=12756 
Riegle-Crumb, C., & Humphries, M. (2012). Exploring bias in math teachers’ perceptions of 
students’ ability by gender and race/ethnicity. Gender & Society, 26(2), 290-322. 
doi:10.1177/0891243211434614 
Roschelle, J., Feng, M., Murphy, R. F., & Mason, C. A. (2016). Online mathematics homework 
increases student achievement. AERA Open, 2(4), 1-12. doi:10.1177/2332858416673968 
Rothman, T., & Henderson, M. (2011). Do school-based tutoring programs significantly 
improve student performance on standardized tests? RMLE Online, 34(6), 1-10. 
doi:10.1080/19404476.2011.11462079 
Royer, J. M., & Walles, R. (2007). Influences of gender, motivation, and socioeconomic status 
on mathematics performance. In D. B. Berch & M. Mazzocco (Eds.), Why is math so 
hard for some children (pp. 349-368). Baltimore, MD: Paul H. Brookes. 
  
115 
 
Rumberger, R. W. (2011, November 20). How college prep is killing high school. The Boston 
Globe. Retrieved from https://www.bostonglobe.com/ideas/2011/11/20/how-college-
prep-killing-high-school/94mGUe6o9InIEuO9oMhnzJ/story.html 
Saldaňa, J. (2016). The coding manual for qualitative researchers (3rd ed.). London, UK: Sage. 
Sandelowski, M. (2004, December 1). Using qualitative research. Qualitative Health Research, 
14, 1366-1386. Retrieved from 
http://journals.sagepub.com/DOI/10.1177/1049732304269672 
Schielack, J., & Seeley, C. L. (2010, February). Transitions from elementary to middle school 
math. Teaching Children Mathematics, 16(6), 358-362. Retrieved from 
https://www.jsor.org/stable/41199483 
Schreurs, J., & Dumbraveanu, R. (2014). A Shift from Teacher Centered to Learner Centered 
Approach. International Journal for Engineering Pedagogy, 4(3), 36-41. Retrieved from 
https://online-journals.org/index.php/i-jep/article/view/3395/3192  
Schunk, D. H. (1995a). Self-efficacy and education and instruction. In J. E. Maddux (Ed.), Self-
efficacy, adaptation, and adjustment: Theory, research, and application (pp. 291-303). 
New York, NY: Plenum Press. 
Schunk, D. H. (1995b). Self-efficacy, motivation, and performance. Journal of Applied Sports 
Psychology, 7(2), 112-137. 
Schunk, D. H., Pintrich, P. R., & Meece, J. L. (2008). Motivation in education: Theory, 
research, and applications (3rd ed.). Upper Saddle River, NJ: Merrill. 
Schunk, D. H., & Zimmerman, B. J. (1998). Self-regulated learning: From teaching to self-
reflective practice. New York, NY: Guilford Press. 
  
116 
 
Silvernail, D. L., Pinkham, C. A., Wintle, S. E., Walker, L. C., & Bartlett, C. L. (2011, August). 
A middle school one-to-one laptop program: The Maine experience. Retrieved from 
https://usm.maine.edu/sites/default/files/cepare/A_Middle_School_One-to-
One_Laptop_Program_the_Maine_Experience.pdf. 
Simms, V., Gilmore, C., Sloan, S., & McKeaveney, C. (2017, February 6). Interventions to 
improve mathematics achievement in primary school-aged children: A systematic 
review. Retrieved from https://campbellcollaboration.org/library/improving-
mathematics-achievement-primary-school-children.html 
Simmons, R., & Blyth, D. (1987). Moving into adolescence. Hawthorne, NY: Aldine de 
Gruyter. 
Slade, R. (2016, September). The great charter schools debate. Boston Magazine. Retrieved 
from http://www.bostonmagazine.com/news/article/2016/08/28/charter-school-debate/2/. 
Sorensen, V. (2006). Motivating middle school mathematics students. Action Research Projects, 
28. Retrieved from http://digitalcommons.unl.edu/mathmidactionresearch/28 
Sparks, S. D. (2019). Why teacher-student relationships matter: New findings shed light on best 
approaches. Education Week, 38(25), 8. Retrieved from 
https://une.idm.oclc.org/login?url=https://search-proquest-
com.une.idm.oclc.org/docview/2196525874?accountid=12756 
Standardized test. (2015, November 12). In Glossary of Education Reform. Retrieved from 
https://www.edglossary.org/standardized-test/ 
Stephens, T. (n.d.). Research findings on the effect of one-on-one student computing. Retrieved 
from 
  
117 
 
https://ts.madison.k12.wi.us/files/techsvc/Research%20Findings%20on%20the%20Effec
ts%20of%20One-to-One%20Student%20Computing.pdf. 
Sundling, N. (2012, November 16). Effective mathematics intervention programs for struggling 
students in grades 3-5. Retrieved from 
https://www.nmu.edu/education/sites/DrupalEducation/files/UserFiles/Sundling_Nicky_ 
MP.pdf 
The condition of college and career readiness. (2018). Retrieved from 
http://www.act.org/content/dam/act/secured/documents/cccr2018/National-CCCR-
2018.pdf 
The forgotten middle. (2008). Retrieved from 
https://www.act.org/content/dam/act/unsecured/documents/ForgottenMiddleSummary.p
df 
Think-pair-share. (n.d). Retrieved from https://www.readingrockets.org/strategies/think-pair-
share 
34 CFR 303.23 - Local educational agency. (n.d.). Retrieved from 
https://www.law.cornell.edu/cfr/text/34/303.23 
Tilton, J., & Hartnett, M. (2016). What are the influences on teacher mobile technology self- 
efficacy in secondary school classrooms? Journal of Open, Flexible and Distant 
Learning, 20(2), 79-93. Retrieved from ERIC database. (EJ1120881). 
Timperley, H., Wilson, A., Barrar, H., & Fung, I. Y. Y. (2007). Teacher professional learning 
and development: Best evidence synthesis iteration. Wellington, New Zealand: Ministry 
of Education. 
  
118 
 
Toven-Lindsey, B., Levis-Fitzgerald, M., Barber, P. H., & Hasson, T. (2015, summer). 
Increasing persistence in undergraduate science majors: A model for institutional 
support of underrepresented students. CBE-Life Science Education, 14, 1-14. 
doi:10.1187/cbe.14-05-0082. 
Uncommon Schools. (n.d.). Frequently asked questions about public, charter schools: What is a 
charter school? Retrieved on November 17, 2018, from 
http://www.uncommonschools.org/our-approach/faq-what-is-charter-school 
University of Bristol. (n.d.). Design principles for online tutorials: What is an online tutorial? 
Retrieved from https://www.bristol.ac.uk/esu/media/tutorials/design-
principles/page_02.htm 
Use of technology in teaching and learning. (n.d.). Retrieved from https://www.ed.gov/oii-
news/use-technology-teaching-and-learning. 
Vanderbilt University. (2017). Student focus groups & interviews. Retrieved from 
https://my.vanderbilt.edu/mathfollowup/resources/student-focus-groups-interviews/ 
Van Veggel, N., & Amory, J. (2014). The impact of math support tutorials on mathematics 
confidence and academic performance in a cohort of HE animal science students. Peer 
Journal, 2, 1-11. doi:10.7717/peerj.463 
Walsh, S. (2013). Formative assessment activities: Can they do the math? [Masters of Arts in 
Teaching professional project]. Sierra Nevada College. Retrieved from 
https://www.duplinschools.net/cms/lib/NC01001360/Centricity/Domain/71/Formative%
20Assessment%20Activities.pdf 
Watts, T. W., Clements, D. H., Sarama, J., Wolfe, C. B., Spitler, M. E., & Bailey, D. H. (2017). 
Does early mathematics intervention change the processes underlying children’s 
  
119 
 
learning? Journal of Research on Educational Effectiveness, 10(1), 96-115. Retrieved 
from https://www.ncbi.nlm.nih.gov/pmc/articles/PMC5791897/pdf/nihms904481.pdf 
Webster, J. (2018, June 14). General education: The education everyone should be provided. 
Retrieved from https://www.thoughtco.com/general-education-glossary-term-3110863 
What is a teacher certification? (2018). Retrieved from 
https://www.alleducationschools.com/teacher-certification/ 
What Works Clearinghouse Intervention Report. (2009, August). What Works Clearinghouse: 
Odyssey Math. Retrieved from 
https://ies.ed.gov/ncee/wwc/Docs/InterventionReports/wwc_odysseymath_081809.pdf. 
Wigfield, A., Eccles, J., Mac Iver, D., Reuman, D., & Midgley, C. (1991). Transitions during 
early adolescence: Changes in children’s domain-specific self-perceptions and general 
self-esteem across the transition to junior high school. Developmental Psychology, 27(4), 
552-565. Retrieved from 
https://www.researchgate.net/publication/232417799_Transitions_During_Early_Adoles
cence_Changes_in_Children%27s_Domain-Specific_Self-
Perceptions_and_General_Self-Esteem_Across_the_Transition_to_Junior_High_School 
Willen, L. (2014, March 13). Where is the technology training for teachers? Retrieved from 
https://hechingerreport.org/teachers-want-even-new-technology-training-use/ 
Williams, A., & Katz, W. (2001). The use of focus group methodology in education: Some 
theoretical and practical considerations. International Electronic Journal for Leadership 
in Learning. Retrieved from http//www.researchgate.net/publication/228941039 
Wlodkowski, R. J. (1994). Motivation and teaching: A practical guide. Washington, DC: 
National Education Association. 
  
120 
 
Working with us. (2019). Retrieved from https://new.assistments.org/jobs/6-8-math-teachers-
for-paid-study 
Yin, R. K. (2018). Case study research and application: Design and methods (6th ed.). 
Thousand Oaks, CA: Sage. 
Zimmerman, B. J. (1989). A social cognitive view of self-regulated academic learning. Journal 
of Educational Psychology, 81(3), 329-339. Retrieved from 
https://pdfs.semanticscholar.org/e1ff/53e710437e009f06bc264b093a2ba9523879.pdf. 
Zimmerman, B. J. (2002). Becoming a self-regulated learner: An overview. Theory into 
Practice, 41(2), 60-70. Retrieved from 
https://www.researchgate.net/profile/Barry_Zimmerman/publication/237065878_Becom
ing_a_Self-Regulated_Learner_An_Overview/links/549483c30cf2ec133757e74d.pdf 
Zimmerman, B. J., & Schunk, D. H. (2001). Self-regulated learning and academic achievement: 
Theoretical perspectives (2nd ed.). Mahwah, NJ: Erlbaum. 
Zimmerman, B. J., & Schunk, D. H. (2003). Educational psychology: A century of contributions. 
Mahwah, NJ: Erlbaum. 
  
  
121 
 
Appendix A: Conceptual Framework Model 
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Appendix B: Participant Information Letter 
INVITATION LETTER TO POTENTIAL PARTICIPANTS 
Dear Teachers, 
In addition to my professional responsibilities as Dean of the College of Engineering & Design 
at Johnson & Wales University, I am also a doctoral student at the University of New England’s 
Transformative Leadership program. I am conducting a research project titled: Teachers Respond 
to Impact of Intelligent Mathematics Tutorial on Students’ Motivation and Engagement. 
 
I want to invite you to participate in this research study which will be conducted with a 
sample of middle school mathematics teachers. The purpose of this qualitative exploratory case 
study is to explore the impact of an Adaptive Intelligent Tutorial System (AITS) when applied 
as an instructional intervention tool to middle school mathematics. This study will further 
evaluate this technology as a tool to enhance middle school mathematics proficiency leading to 
change in a student’s self-efficacy and motivation. Research in this area is limited; and, to begin 
my investigation, I intend to pose the following questions: 
 
Leading question 
 
• What instructional approaches to mathematics-based interventions do teachers 
believe impact middle school students’ affective domain for learning mathematics? 
 
Supporting questions 
 
• What factors do mathematics teachers perceive affect middle school students’ 
motivation and self-belief to learn mathematics when incorporating Adaptive 
Intelligent Tutorial Intervention in a general education setting? 
 
• What factors do mathematics teachers perceive affect middle school students’ 
motivation and self-belief to learn mathematics when incorporating teacher-directed 
approaches to mathematics-based intervention in a general education setting? 
 
 
As mathematics teachers, you can provide your perspective for how student perform 
with Adaptive Intelligent Tutorial systems, such as ASSISTments, a product of a collaboration 
between Worcester Polytechnic Institute and Carnegie Mellon University. This online tutorial 
provides formative assessment and generates data that allows you the freedom to adjust 
assignments to the needs of the students. The study timeframe is approximately two months; the 
first month will focus on the acclimation of the instructional intervention tool. Online 
professional development video will be provided to assist you with the acclimation, 
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implementation, and integration of the online platform. The second month will be the actual 
study, which includes the anonymous online pre- post-surveys and a voluntary focus group. 
 
I am inviting you to be a part of this research study based on your experience as 
mathematics teachers in the middle school environment. If you agree to participate, you will be 
asked to complete online pre- post-surveys and have the opportunity to participate in the follow-
up focus group, which includes questions related to the following: 
 
• Student motivation to learn mathematics 
• Student self-belief (self-efficacy) 
• Student engagement and achievement 
• Impact of self-regulated learning 
 
All information provided will be kept secure. All transcripts will be shared with you for 
your review to maintain the accuracy of the data collected. At the end of the study, a report will 
be generated to communicate the findings of the research. 
Your involvement in this study is voluntary. The information gathered from this study 
will be published as group results and cannot be traced back to one professional. The online pre- 
post-surveys that will take approximately 15-20 minutes (each occurrence) to complete and 
there is no penalty if you choose not to participate. There will also be a follow-up focus group 
that will take about 45- 60 minutes of your time. You have the option to stop participation at any 
time, or not to participate at all. If you decide not to participate, your decision will not affect the 
benefits or services to which you are otherwise entitled in any way. Your participation will be 
kept anonymous. Pseudonym(s) of your choice will be used during the focus group process. No 
names of students, faculty or the school will be included in the online surveys and interview 
transcripts or the final research report. 
 
In the next few weeks, you will be provided an online link to the informed consent 
agreement via Google Forms. If you have any questions about participating in this research 
study, do not hesitate to ask. You can reach me at ftweedie@une.edu. Thank you for your 
consideration. 
 
Sincerely yours, 
 
 
Frank Tweedie 
Doctoral Candidate 
University of New England 
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Appendix C: Informed Consent 
Dear Teachers, 
You are invited to participate in a research study that will attempt to understand the 
impact of Adaptive Intelligent Tutorial Systems on the motivation, engagement, and self-belief 
of your mathematics students, from your perspective. The following information is provided to 
assist you in making an informed decision whether or not you will participate in this study. If 
you have any question, please do not hesitate to ask. You have been selected for this study 
because you are a certified mathematics teacher in this middle school. 
 
Study Title: Teachers Respond to Impact of Intelligent Mathematics Tutorial on Students’ 
Motivation and Engagement. 
 
Purpose of this Study: The purpose of this qualitative exploratory case study is to explore the 
impact of an Adaptive Intelligent Tutorial System (AITS) when applied as an instructional 
intervention tool to middle school mathematics. 
 
Procedures: You will be asked to participate in a two-month study that is divided into three 
phases. The pre-survey stage will require you to complete a 30- 45-minute pre-survey that will 
be available to all participants for one week. 
 
The second phase is a four-week acclimation phase. During this phase, participants will be 
introduced to the Adaptive Intelligent Tutorial System (AITS) via access to self-paced 
professional development videos, offered at no cost from the ASSISTments website. These short 
self-paced videos cover topics that include basic site navigation, creating classes and organizing 
assignments, and easy to use tools for the integration and support of the AITS software. This 
acclimation period will provide for a transparent and seamless transition once the study 
starts and the student population begins using the online program for their daily problem 
solving. 
 
The final phase or the study phase is projected to take six weeks. During the first four 
weeks of this phase, teachers will be implementing AITS online application in all of their 
mathematics classes. The teachers will be observing the behaviors, attitudes, engagement, and 
motivation of the students as they work through the mathematics assignments each day of the 
study. During the fifth week of this study, participating teachers will have access to the online 
post-survey, which will focus on the observations of the classroom, concerning the motivation 
and self-belief of middle school students’ learning mathematics when incorporating AITS 
intervention in a general education setting. Similar to the pre-survey, this post-survey will take 
approximately 30-45 minutes to complete. 
 
After the study and post-surveys have been completed, a voluntary follow-up focus group 
will be held at a location suitable for all participants. The focus group session will take between 
45 minutes to one hour and recorded with the use of a mobile transcription application. The 
focus group questions are designed to understand teachers’ opinions, feelings, and viewpoints 
that did not surface in the other qualitative data collection methods. 
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Risks: Besides the inconvenience associated with the time needed for the completion of the 
surveys and participation in the focus groups, the risks are limited. Due to the small scope of the 
study, a reader may discern who the participants are. 
 
Benefits: There are no immediate or direct benefits to the participants of this study. However, 
the results or findings of the study may provide opportunities for the school, and its teachers 
may use them or to expanding the conversation regarding mathematics instructional 
interventions as part of school’s continuous improvement process. 
 
Confidentiality: The rights of privacy and confidentiality will be in place to protect all 
participants in the study. If data collection is not anonymous, any personal identifiers, such as 
names, will be meticulously cleaned from the data, and identifiers that cannot be removed will be 
classified as “need to know” standard. Names of teachers that participate in the focus group will 
be kept confidential or coded with an alias. These coded/encrypted aliases or number reference 
sheets along with all digital transcripts will be stored up to one year after the study, in a lock file 
cabinet in a location offsite. After one year, all hardcopy and digital files will be destroyed using 
the appropriate and secured methods. 
 
Compensation: Participants will not receive any compensation for participating in this study. 
 
Opportunities to Ask Questions: The researcher is available to answer any questions you may 
have before agreeing to participate or at any time during the study. Please contact Frank Tweedie 
via email ftweedie@jwu.edu or call any time at 401-497-5016. Your questions are important, 
and this researcher will make it his priority to return your calls and emails promptly. 
 
Freedom of Withdrawal: All participants will maintain the right to withdraw from the study at 
any time at no risk to the individual(s). 
 
Consent: By checking the “proceed” box below, you agree to participate in this study. No 
signatures are required. You then can proceed to the pre-survey that is available on the next 
pages. Thank you for your consideration. 
 
 
Thank you 
Frank Tweedie 
 
University of New England 
Doctoral Candidate 
 
 
To opt into the study and move to pre-survey, please check the box provided: 
 
Accept and proceed 
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Appendix D: Pre- Survey 
Pre- Survey Questions 
Please answer the following question as pertaining to your current teacher-directed approaches to 
teaching mathematics. 
 
General Questions: 
 
1) Grade level: 6th  7th  8th   (Circle one) 
 
2) What topics in mathematics are you currently teaching? 
 
3) Please explain your level of confidence with using technology as an instructional tool in the 
classroom. 
 
4) What experience do you have with technology-based tutorials? 
 
5) What teacher-based instructional approaches are you currently using in your mathematics 
classes?  If you have multiple class sections, please answer for each class section of 
mathematics you are teaching. Please identify your sections with the letters A, B, or C. 
 
Motivation and Engagement: 
 
1) How do you believe your students respond to the current instructional approaches used in the 
classroom? 
2) Please describe the dynamics of your students working well alone. 
 
3) Do you believe motivation can be taught? Please explain your answer. 
 
4) What are your first impressions of the of the current student motivation in your classrooms? 
 
5) Describe the level of engagement your students have with their mathematics work. 
 
6) Describe when your students are in the “look busy but accomplishing nothing” mode. 
 
7) From your perspective what triggers the “look busy but accomplishing nothing” mode? 
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Self-Efficacy: 
 
1) What are the indicators, from your perspective, that is evident when students in your 
mathematics class struggle? 
 
2) From your perspective, what is the level of confidence of your students, when faced with 
challenging mathematics tasks or problems? 
 
3) From your perspective, do your students believe in their ability to achieve mathematics goals 
that they have set? 
 
Self-Regulation: 
 
1) Do you believe that the current instructional approach provides opportunities for student self-
regulation in the classroom? Please explain. 
 
2) Within your current instructional approach, do your students’ effectively gather and use 
feedback to improve their motivation and self-belief toward mathematics. Please explain. 
 
3) From your perspective, do you see an increase in student engagement when employing self-
regulation strategies? Please explain. 
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Appendix E: Post-Survey 
Post-Survey Questions 
Please answer the following question as pertained to the instructional intervention using the 
adaptive intelligent tutorial, ASSISTments. 
 
 
 
General Questions: 
 
1) Grade level: 6th   7th   8th   9th   (Circle one) 
 
2) What topics in mathematics are you currently teaching? 
 
3) Please explain your level of confidence with using technology as an instructional tool in the 
classroom. 
 
4) What experience do you have with technology-based tutorials? 
 
5) How are you using the ASSISTments tutorial in your classrooms? 
 
6) From your observations, explain how your students are adapting to the technology-based 
application in the classroom. 
 
Motivation and Engagement: 
 
1) How do you believe your students respond to the technology-based instructional approaches 
used in the classroom? 
 
2) Please describe the dynamics of your students working alone with ASSISTments. 
 
3) What are your first impressions of the current student motivation in your classrooms with 
ASSISTments? 
 
4) Describe the level of engagement your students have with their mathematics work using this 
tool. 
 
5) From your perspective, describe the difficulties your students may have with this online tool. 
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Self-Efficacy: 
1) From your perspective, does ASSISTments promote a higher level of confidence in your 
students’ ability? Please explain. 
 
2) From your perspective, what is the level of confidence of your students, when faced with 
challenging mathematics tasks or problem sets when using this tool? 
 
3) From your perspective, do you feel that ASSISTments has a positive impact on your students’ 
ability to achieve mathematics goals that they have set? Please explain. 
 
 
Self –Regulation: 
 
1) Do you believe that the current instructional approach provides opportunities for student self-
regulation in the classroom? Please explain. 
 
2) Within your current instructional approach, do your students’ effectively gather and use 
feedback to improve their motivation and self-belief in their ability to learn mathematics. 
Please explain. 
 
3) From your perspective, do you see an increase in student engagement when employing self-
regulation strategies, such as formative feedback and managing their behavior? Please 
explain. 
 
Teachers, 
 
Thank you for your participation in the survey portion of this study. You now have the 
opportunity to participate in a follow-up focus group. 
 
The focus group is voluntary, but this researcher highly values your participation. 
 
If you are interested in participating in the follow-up focus group, please check the box below, 
which will take you to the contact information page. Please fill out the form provided, and the 
researcher will contact you. By filling out his form, your answers will no longer be anonymous, 
but all personal identifiable information will be kept at the highest level of confidentiality. 
 
 
Proceed to focus group consent & sign-up 
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Appendix F: Focus Group Consent and Sign-up 
Purpose: Thank you for deciding to participate in this voluntary focus group, as a follow-up to 
the study regarding “The Impact of Adaptive Intelligent Tutorial Intervention on Middle School 
Students Mathematics Learning.”  The focus group questions are designed to understand 
teachers’ opinions, feelings, and viewpoints that did not surface in the other qualitative data 
collection methods. All information gathered in this focus group format will be used to augment 
the data collected from the pre- post-surveys. 
 
Procedure: As part of this study, you will be placed in a group of 4-5 individuals.  A moderator 
(researcher) will ask you several open-ended questions while facilitating the discussion.  The 
focus group will require between 45-60 minutes of your time and will be held at a location 
preferred by all participants.  As approved through the University of New England’s Institutional 
Review Board, the focus group is being recorded with the use of a mobile device and uploaded to 
an online audio transcription service. 
 
The focus group is an open and honest interaction of opinions, feelings, and perspectives, and 
there are no right or wrong answers to these questions. Please refrain from interrupting those 
speaking; everyone will have an opportunity to provide input to the questions. You also have the 
right to opting out of answering any or all questions. 
 
Benefits and Risks: Your participation may have benefit to you, your students, and your school 
by providing perspectives that may be implemented a part of the school’s continuous 
improvement process. Due to the small scope of the study, a reader may discern who the 
participants are. Risk pertaining to focus groups: beyond the normal conversation, there may a 
risk of sharing confidential or personal information by chance, or engaged in topics that make 
you feel uncomfortable. 
 
Confidentiality: The rights of privacy and confidentiality will be in place to protect all 
participants of the study. If data collection is not anonymous, any personal identifiers, such as 
names, will be meticulously cleaned from the data, and identifiers that cannot be removed will be 
classified as “need to know” standard. Names of teachers that participate in the focus group will 
be kept confidential or coded with an alias. These coded/encrypted aliases or number reference 
sheets along with all digital transcripts will be stored up to one year after the study, in a lock file 
cabinet in a location offsite. After one year, all hardcopy and digital files will be destroyed using 
appropriate and secured methods. 
 
Contact: Please forward all questions to Frank Tweedie (principal investigator) at 
ftweedie@jwu.edu or 401-497-5017. 
 
Please fill out the following form with your contact information: 
--------------------------------------------------------------------------------------------------------------------- 
 
Name: ___________________________      Phone (mobile or home): (__) ___________ 
Email: ___________________________        Preferred location: (circle one) Offsite - 
On campus Contact preference: (circle one)   email       phone  
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Appendix G: Focus Group Questions 
Focus Group Questions 
1. What changes have you observed in your students learning behaviors from the beginning the 
study to now? 
 
2 In your opinion, what did the Adaptive Intelligent Tutorial System (AITS) bring to the 
classroom in comparison to the traditional instructional approach? 
 
 
3. From your perspective, what values to the learning process standout most with this form of 
instructional intervention in the classroom? Please explain. 
 
 
4. During the course of the study, was there any noticeable changes in student motivation, 
engagement, and confidence? Please explain 
 
 
5. AITS provides instant formative feedback, from your perspective, did this component of this 
tool help students to self-monitor their progress and heighten their motivation, engagement, 
and self-belief in their ability. Please explain. 
 
 
6. What are your opinions of the AITS as an instructional intervention in the mathematics 
   classes? What values to the learning process stand out most with this form of instructional  
   intervention in the classroom? Please explain. 
